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Across the developing world, and in particular sub-Saharan Africa, there are vast gender 
disparities in educational participation and achievement. It has been shown that educating girls 
has powerful externalities, which, if scaled, can act as a catalyst for socioeconomic development. 
However, there are many gender inequality factors that prohibit girls from accessing and 
succeeding in educational pursuits. This report explores the South African example, looking 
specifically at the Cape Area Panel Study, to find whether these gender inequality factors are 
present and if so, what effect they are having on educational outcomes. The investigation finds 
that these factors are present in the sample and are more pronounced in the lives of young 
women. However, this report finds that while these factors introduce a disparity in educational 
achievement the disparity is not between, but rather within, genders. Therefore, this report finds 
that the presence of these gender inequality factors do not disproportionately bias against or 
























Chapter 1: The Case for Educating Girls 
Introduction 
In 1992, Lawrence Summers released a report titled Investing in All People, which 
detailed the reasons why he, the chief economist of the World Bank, had come to believe that 
"investment in girls' education may well be the highest return investment available in the 
developing world." (Summer 1992, 1). In the report, Summers argued that the underinvestment 
in the education of girls results in "a vicious cycle caused by distorted incentives" and that 
reversing this trend not only holds the potential to change individual lives, but also carries the 
possibility of transforming societies (Summers 1992, 1). Investing in the education of girls 
carries the potential to unleash a butterfly effect by not only benefitting the individual girl but her 
family, community and, if scaled properly, her nation. Today, this butterfly effect, which is 
started when girls have equal opportunities to participate in and achieve through educational 
pursuits, is known as the Girl Effect and is widely heralded as a cornerstone of successful socio-
economic development (Klasen and Lamanna 2009; Summers 1992; Herz and Sperling 2004; 
Psacharopoulos 2004; Husmann, Tyson and Zahidi 2010). 
The development community has recognized the latent power of educating and 
empowering women but this goes beyond simply getting girls into schools. It is imperative that 
once girls are in school they are provided with a supportive environment to facilitates their 
success. Across much of the developing world, females have lower school enrolment, literacy, 
and school completion rates. In the majority of cases, this situation is the result of gender 
inequalities that prevent, hinder and discourage the educational attainment of females. 
Regionally, sub-Saharan Africa has the largest educational gender disparities and, 
























has found that "In Africa, more than half of girls - 54 percent - don't complete even a primary 
education." (Herz and Sperling 2004, 18). If they are lucky enough to complete primary school, 
their chances of completing the next level grow even worse as "only 17 percent of girls in Africa 
are enrolled in secondary school." (Herz and Sperling 2004, 17). When confronted with such 
dismal statistics, it is important to remember that Sub-Saharan Africa is not homogenous. Rather 
it is made up of countries with their own distinct history, cultures and traditions. Additionally 
while the region may be failing girls, there is reason to believe that South Africa has blazed an 
alternate path. 
In a 2008 report, the South African Department of Education stated that "The GPI1 for 
total school enrolment (Grade 1 to Grade 12) indicates that gender parity has been achieved", 
with an overall score of 1.006 (Department of Education 2008, 16). Furthermore, the report 
states, "the number of female learners passing Grade 12 is higher than their male counterparts" 
(Department of Education 2008, 17). In the context of sub-Saharan Africa's enrolment and 
completion rates, South Africa's achievement stands out. In fact, the level of gender parity for 
enrolment reported by the Department of Education's 2008 report is comparable to the levels 
achieved in OECD countries, the world's most developed countries. This suggests that South 
Africa's success is not merely relative to its geographic region but rather is remarkable on an 
international scale. 
Given the wealth of evidence and experiences from around the globe, and particularly the 
geographic region, South Africa's achievement of gender parity sets an extraordinary example. 
As gender inequalities, both internal and external to the education system, typically prevent 
gender parity from being attained this naturally raises several questions. First, are South Africa's 
1 GPI stands for Gender Parity Index, an internationally recognized statistic that provides the ratio of the "female-to-
























gender rates in enrolment truly remarkable? Second, are South Africa's gender achievements 
contained solely within enrolment or do they exist within other measurements of educational 
achievement? Third, if the typical factors of gender inequality are present in South African 
society, what is their relationship and influence across a variety of educational outcomes? These 
are the main questions that this paper will explore and attempt to answer. 
It should be acknowledged that the presence of and experiences from gender biases are 
likely not consistent across population groups. In South Africa, the legacy of apartheid 
frequently means that population groups have separate histories and experiences, which are 
visible today. While this is a valuable area of research, given the limitations of this paper, there is 
not sufficient time or capacity to appropriately address these issues. Therefore, while there might 
be differences across population groups in regard to gender disparities, this paper can only 
adequately address the disparities that exist across gendered lines. 
1.1 What does 'gender equality' in education mean and why is it important? 
Prior to addressing the above questions, it is necessary to first consider what does 'gender 
equality in education' really mean? The most common global statistic to assess gender equality 
in education is the Gender Parity Index (GPI) - the "female-to-male value of a given indicator" 
(UNESCO 2003/4, 384i. The GPI provides the numerical gender disparities and in education is 
typically applied to enrolment, survival and completion rates, failure or repeat rates, and overall 
attainment levels (Subrahmanian 2005, 400). In this context, parity "reflects 'formal' equality." 
as it provides a quantitative measure of access and participation (Subrahmanian 2005, 397). 
Comparatively, an exploration of gender equality focuses on both the "formal" and "informal" 
2 A GPI below one favors boys, while a value above one favors girl. Ratio values between .97 and 1.05 are 
























aspects of equality - not only access and participation but also what is the experience of 
participation? 
Solely using parity is insufficient because even when women surmount the challenges 
impeding participation, "gender inequalities are often institutionalised in the norms, processes 
and structure of interventions and institutions and present barriers to equitable outcomes." 
(Subrahmanian 2005, 399). Hence, this project will look beyond parity of access and 
participation and will quantitatively consider indicators "related to treatment and opportunity" in 
an attempt to capture the multi-dimensional nature and consequences of gender inequality 
(Subrahmanian 2005, 402). The other indicators are performance based and will be literacy and 
numeracy assessments and scores on Matric exams. While these do not provide great detail on 
the context of the educational experience, they do provide a perspective on how the educational 
experience gets translated into performance. 
In regard to gender equality in education there are two fundamental reasons why it is 
hugely important, not only at an individual level but at a larger societal level. First, gender 
equality is a development goal in its own right. Internationally and domestically, policies and 
laws call for "the promotion of gender equality and the advancement of the status of women" in 
and through the educational system (South African Department of Education 1996, 4). This is 
because gender equality is important from a human rights perspective and the role it plays 
socialization. 
While there is debate over the specific social function of education, the line of argument 
underscoring this project is that "education reproduces rather than challenges inequality." (Kane 
1995, 75). The policies and regulations that structure an education system, establish the values 
























the values and behavior of the dominant group, because of the "deep links between education 
and other social institutions and processes", they will also be present in the educational system 
(Subrahmanian 2005,405). Social attitudes and values can be cultivated in the next generation 
through education and it is because of this dynamic role that "educational inequality is both a 
cause and consequence of much wider discrimination against girls and women in society." 
(Colclough 2004,5). Thus as an education system plays a vital role in shaping and maintaining a 
society's gendered identities and relations, addressing gender inequality in that environment 
could result in equitable gender ideologies and patterns. 
The second way in which gender equality in education plays a vital social role is through 
the consequences of the Girl Effect. As previously mentioned, providing females with equal 
access to and opportunities for success through the vehicles of education and employment are the 
catalysts for the Girl Effect. As it causes life-changing consequences, the Girl Effect is a 
powerful mechanism to address other development goals. 
From a macroeconomic perspective, "female education is associated with higher 
productivity, higher returns to investment, better agricultural yields and more favorable 
demographic structure." (Lawson 2008, 2). Prohibiting girls from equal participation in and 
success from education artificially reduces the economy's pool of talent, which means "the 
average innate ability of educated children is lower than it would be ifboys and girls had equal 
education opportunities." (Klasen 2002,351). In fact, it has been argued that the economic 
success of the Asian Tigers3 can partly be attributed to increasing the educational attainment, and 
thus employability, of women (Sequino 2000a). Some economists have estimated that in the 
developing regions of the world, between 0.3% and 0.9% of annual growth has been forfeited 
because of the gender inequalities and disparities. In the African context, "this means that actual 
























per capita income growth has only half its potential level" (Lawson 2008, 10). Thus, from a 
macroeconomic standpoint, it makes financial sense to discourage gender inequalities and 
disparities in education. 
The second way, in which the Girl Effect addresses development goals, is through the 
externalities4 that result. With more education, women have more skills, are more employable 
and are able to earn formal wages for the household. Despite the commonly held belief that 
investing in the education of a girl is an empty investmentS the return on investment for a 
secondary level of education for women is 18% while for men it is only 14% (Psacharopoulos 
2004, 113). As the resources women bring into their households increases, so does their power to 
determine how those resources are allocated. Across the globe, it has consistently been shown 
"that women allocate more resources to food and to children's health and education than to 
men." (Lawson 2008, 7). In fact, it has been shown that increasing women's share of income and 
bargaining power in the household "reduces the share going to alcohol and cigarettes, controlling 
for income and other factors." (Herz and Sperling 2004, 38). Thus, as more women earn and 
contribute to the household's resources, more gets invested in their offspring's human capital, 
which has important positive ramifications for breaking the poverty cycle and overall economic 
growth. 
Another powerful externality is the relationship between education and fertility rates. It 
has been shown that "for every two to three years of education, a woman is likely to have one 
less child." and that women who reach the secondary education level tend "to have more control 
over the spacing of children, which leads to better health for both the mother and the child." 
(Lawson 2008, 7). With increased control over fertility rates, the dependency burden per worker 
4 An excellent visual representation of these externalities and the chain reaction from Lawrence Summers seminal 
article Investing in All the People is included as Appendix A 




















decreases, allowing for increased human capital investments in the form of education, health and 
nutrition - a chain of events known as a 'demographic dividend' (Klasen 2002,353). 
Additionally, maternal education6 serves as "an important predictor of children's, 
especially girls, educational attainment." meaning if the level of maternal education is high it is 
likely that her children will also have high levels of educational attainment and vice versa for 
low maternal educational attainment (Shabaya 2004,398). This factor acts as an indicator of 
children's educational attainment through the many quality of life and human capital benefits 
associated with higher-level education. Comparatively, better educated mothers have the skills 
and knowledge that allows them to invest more financially and time-wise in their children's 
education - especially their daughters (Morrison 2007, 7). A higher level of maternal educational 
attainment typically starts a virtuous cycle while a low level of maternal educational attainment 
is most likely the continuation of a vicious cycle 7. When born into a vicious cycle, it is extremely 
difficult for a daughter to capture the benefits and opportunities of an education. 
In summary, ensuring that girls not only have access to education but that they receive 
equal treatment and opportunities once they are enrolled has dramatic consequences. The 
essential point here is that while females benefit on the individual level, the benefits of their 
success are shared so that their families, communities and economies can benefit too. Therefore, 
making sure that education systems are free from gender inequalities is in everyone's interest. 
1.2 How Do Gender Inequalities Prohibit Female Education? 
Despite the known benefits and laws promoting gender equality, globally "Girls and 
young women are generally less educated, less healthy and less free than their male 
6 It has been found that "the effects of maternal education tend to be larger than those for paternal education." 
(Morrison 2007, 7). 






















counterparts." (Levine 2008, 1). Adolescent girls face tremendous discrimination and 
disadvantages, which manifest across many measures ofwell-being.8 In many cases, the lives of 
girls are shaped by gender biases and inequalities from a variety of sources. When combined, 
they compound one another to create an effect whose sum is far greater than its parts. The reality 
is, many girls are caught in a comprehensive web of gender inequality, which limits their 
opportunities for success and it begins with education. 
The United Nations Educational, Scientific and Cultural Organization (UNESCO) 
provides an excellent visual representation9 of the various gender inequality factors which 
prohibit the educational pursuits and success of females. While the chart is comprehensive in its 
scope it is not possible to address adequately all of the factors. Therefore, this paper will focus 
on exploring three factors whose presence can be measured objectively: pregnancy, domestic 
time burden and parental human capital investment. They are not attitudinal nor subjective and 
can be measured through concrete, quantitative metrics. This shared quality allows the 
investigation to probe beyond the magnitude of their impact to try to expose the underlying 
causal mechanisms. 
The factor of pregnancy in regard to educational opportunities seems fairly 
straightforward. In many areas around the world, the 'biological suitability' of women as wives 
and mothers undermines support for their education (Herz and Sperling 2004, 43). Their 
predestined future requires domestic skills to maintain a household and raise children - which 
are not learned through formal education. Also, once a girl is a mother, there is less time and 
financial resources to pursue educational opportunities. Overall, the biological capacity to be a 
8 Blackden, C. M., S. Canagarajah, S. Klasen, and D. Lawson, 2007; Burton, Patrick, 2008; Herz and Sperling 2004; King, 
Elizabeth M. and Andrew D. Mason, 2001; Levine, Ruth, Cynthia B. Lloyd, Margaret Greene, and Caren Grown, 2008; 
Unterhalter, Elaine, 2005 
























mother produces gender inequality in education because it reinforces the traditional gender role 
for females, limiting their ability to participate and achieve in the educational arena. 
The second gender inequality factor that will be examined is the domestic time burden, 
which is based on the fact that 'girls are needed for household chores' (UNESCO 2005). The 
sexual division of labor, especially across the developing world, means "women bear the brunt of 
domestic tasks: processing food crops, providing water and firewood, and caring for the elderly 
and sick." (Blackden 2003,6). As these activities are not 'productive' and outside the formal 
labor market, it is "estimated that 66 percent of female activities in developing countries are not 
captured" - meaning they are not only economically invisible but they are overlooked by 
politicians and policy makers as well (Blackden and Canagarajah 2003a, 6). Girls provide 
invaluable free labor to their households and "The lack of access to basic infrastructure, and 
particularly water supplies, extracts the greatest toll on girls." (Levine 2008, 2). When compared, 
"girls spend much more time performing housework than boys" and without the political will to 
prioritize policies for their benefit, household responsibilities often take priority over school 
(Levine 2008, 26). 
The fmal gender inequality factor that will be explored is parental human capital 
investment. This refers to the time, money, and general support that parents invest in their 
children. This factor combines multiple avenues through which parents can support their 
children's growth and development, such as providing money for school and eating dinner with 
their children. In many traditional cultures, sons are seen as the more worthwhile investment 
because they carry on the family name, they care for parents in their old age and as males are 
traditionally the breadwinners the rate of return is higher. In many ways, "Educating a girl is 
























to be made, poor families are more likely to educate their sons." (Colclough 2004,5). Overall, 
the general tendency for both parents to invest less in their daughters places them at a 
disadvantage in educational access and performance. 
While these gender inequality factors are diverse each ultimately prohibits the 
opportunity to succeed in school and use education as a tool of transformation. While gender 
inequality in education can be devastating at the individual level, it has the larger impact of 
denying society the positive externalities that come with an equitable educational environment. 
Failing to address gender inequality in education is a missed opportunity to capitalize on the 
potential and contributions of women. Therefore with South Africa achieving parity it is 
important to probe for the presence of gender inequalities and explore their relationship with 
educational outcomes. This paper will explore the factors of gender inequality in education 
outlined here in a quantitative manner and provide insights into the experience of female 
learners. 
1.3 South African education: Past and Present 
Prior to investigating educational outcomes it South Africa, it is necessary to provide 
context, both past and present, on the educational system. In 1799, the first school for 'Africans" 
was established by missionaries and this remained the norm until the National Party was elected 
1948 (Martineau 1997,384). The policy of Bantu Education was introduced in 1953, which 
"removed the control of education for African students from the various missionary 
organizations and centralized its control with the government." (Martineau 1997,384). Under 
this system, it was standard to track boys and girls in 'gender appropriate' training so there were 























the limitations, female enrolment dramatically increased so that from 1970-1990, roughly 50% of 
the learners enrolled at the primary and secondary levels were female (Unterhalter 1991, 74-76). 
Following the end of apartheid in 1994, South Africa's educational system underwent 
drastic changes. With the South African Schools Act in 1996, "The right of access to education 
was constitutionally guaranteed" for all citizens (Shindler 2007, 136). By 2007, the public school 
system accommodated over 12.3 million learners in 26,562 schools, 6,000 of which were 
secondary schools (South African Department of Education 2008, 2). 
In regard to gender, the GPI for primary school has been relatively stable from 1997 
(0.972) to 2007 (0.966)10, indicating that gender parity in primary school enrolment has been 
achieved, though there are marginally more boys than girls (Department of Education 2007, 16). 
At the secondary school level, the GPI was 1.058 in 2007 which means there are slightly more 
females. This is the result of "more male than female learners in the school system repeating 
some of the lower grades." - which accounts for the slight male advantage in the primary school 
GPI (Department of Education 2007, 16). Across total school enrolment (from Grade 1 to Grade 
12) the GPI was within the normal range at 1.006 in 2007, which "indicates that gender parity 
has been achieved" in total school enrolment (Department of Education 2007, 16). 
Until 2008, the Senior Certificate Examination (SCE) or 'Matric', marked the completion 
of secondary school (Department of Education 2007, 34). Passing the SCE at the higher grade 
level earns the learner entrance into a tertiary level institution. While the standard SCE pass rate 
"improved significantly from 53% in 1991 to 65% in 2007" the SCE pass rate at the higher grade 
fell from 17.2% in 1991 to 15.1 % in 2007 (Department of Education 2007,34). Of those who 
passed the SCE, "the number of female learners passing Grade 12 is higher than their male 
10 "Gender parity is considered to have been attained when the GPI lies between 0.97 and 1.03" (South African 
























counterparts" and this "trend was consistent across all provinces from 2002 to 2006" 
(Department of Education 2007, 17). 
Across the adult population, literacy rates demonstrate the consequences of past 
educational policies. The Department of Education's 2008 report states "In 2006, some 10.5% of 
the adult population was totally illiterate and 14.6% of the adult population was, to varying 
degrees, functionally illiterate, as they had dropped out of school before completing Grade 7." 
(Department of Education 2007, 25).11 Thus, across South Africa in 2006, 75% of the adult 
population qualifies as 'literate' (Department of Education 2007,26)12. Amongst those adults 
classified as totally illiterate, "8.3% of men are totally illiterate, 12.3% of women are illiterate-
reflecting a very high gender disparity of 1.49" (Department of Education 2007, 27). It is safe to 
conclude that the higher illiteracy rate for women is the result of tracking girls in schools and 
training them to work as low-skilled domestic labor. 
Therefore, this review of South Africa's educational history and present condition 
suggests that the government has had success in its battle addressing educational inequalities. 
There has been a significant decrease in grade repeat and failures and females are achieving 
educational success at the rates of their male peers. However, despite the government's 
successes, most notably the increase of female pass rates, it is obvious that there remains much 
work to be done. In particular, the literacy rates of the adult population demonstrate how 
systematically discriminating against female learners has left lasting challenges for present day 
South Africa to surmount. 
11 Measuring literacy levels can be time consuming and expensive so proxy measures are commonly substitued. The 
standard proxy for "total illiteracy is when a person has no formal education, while a proxy measure for functional 
literacy is the attainment of a Grade 7 level of education." (South African Department of Education 2007,25). 
12 The average literacy rate across countries with similar development levels is 76.4% (South African Department of 
























1.4 Framework for Investigation 
Now that the background information on the importance of gender equality in education, 
the mechanisms of gender inequality in education and an overview of South Africa' education 
system have been provided it is necessary to briefly outline what will be addressed in the rest of 
the paper. Chapter two will consist of an examination of gender parity in enrolment. It will 
consider South Africa's rates in a variety of geographic, economic and historical contexts and 
will provide insights into South Africa's true achievement. 
Chapter three explores whether the gender parity within enrolment rates is present in 
other educational outcomes, particularly measures of achievement. It finds that there are no 
significant differences in other educational outcomes and rather, that there is gender equity in 
diverse measures of educational achievement. The fourth chapter uses data from the Cape Area 
Panel Study (CAPS) to determine whether the three gender inequality factors discussed above 
are present in the lives of adolescent females in one part of South Africa, Cape Town. It seeks to 
determine whether young women are disadvantaged relative to young men in terms of 
pregnancy, domestic chores and parental investment. The investigation conclusively fmds that 
there are significant gender differences across these measures of inequality and that females face 
significant disadvantage. 
The fifth chapter considers the relationship between the three gender inequality factors 
and the outcome of educational attainment. The examination finds that there are significant 
gender differences but that the gender differences display a disadvantage for males. For each of 
the gender inequality factors, the negative impact on educational attainment is larger for young 
men than women. This surprising fmding is explained through enrolment rates, in which young 
























less likely to be enrolled that young women in the same circumstances. This suggests that there 
is something occurring socially which encourages young women to remain in school, despite 
difficult circumstances. The sixth chapter explores the relationships between the three gender 
inequality factors and other educational outcomes. The investigation finds that the presence of 
























2. Gender Parity in Enrolment 
Over the last thirty years, the development community has focused intently on the 
gendered nature of the educational enrolment in sub-Saharan Africa. Regional statistics paint a 
dismal picture of the vast gender disparities, as "more than half of girls - 54 percent - do not 
complete even a primary education." (Herz and Sperling 2004, 18). If an African female makes it 
through the primary level, this will likely be the end of her education as "only 17 percent of girls 
in Africa are enrolled at the secondary level." (Herz and Sperling 2004, 18). Furthermore, studies 
have found that globally, the region made the least progress in rectifying these gender gaps 
(United Nations 2003/4). Within this context, South Africa's achievement of gender parity in 
total school enrolment and more females, at the secondary level, appears to be extraordinary. 
The problem with these statistics and facts is that they treat sub-Saharan Africa as a 
homogenous entity when in fact there is great diversity in the culture, social structure and 
economic development. By reporting educational statistics that are regional, South Africa's 
achievements are essentially hidden. If South Africa's achievements can be glossed over, this 
naturally raises the question, are these achievements truly anomalous or do other countries have 
similar hidden achievements? 
To truly assess South Africa's enrolment rates, they need to be considered in the context 
of three groups - the sub-Saharan African region, other middle-income countries and OECD 
countries. Comparing South Africa's outcomes regionally will provide a clearer picture of the 
true patterns and whether South Africa is the only geographic outlier. Alternatively, examining 
middle-income and OECD countries will provide an economic context - one comparable and the 
other aspirational. This will provide insight as to whether South Africa's achievements are 
























across the region and other middle-income countries. This will provide an understanding the 
relationship between gender parity in enrolment and GOP/capita over time. Overall, examining 
enrolment rates from multiple angles will provide an understanding of the current circumstances, 
and how that has come to be. 
2.1 Geographic Comparison 
In 2008, the South African Oepartment of Education reported that the GPI at the primary 
level is .966, 1.058 at the secondary level and 1.006 for total school enrolment (Grade 1 through 
Grade 12) (Oepartment of Education 2008, 16). As this statistic is the ratio of the male value to 
the female value of a given indicator, it is a measure that can be used in cross-country 
evaluations. Comparing South Africa's enrolment rates across geographic, economic and 
historical contexts will reveal important insights into whether South Africa's achievements are 
truly unique. 
Across the sub-Saharan region, there are vast differences in geography, culture and 
wealth - all of which influence the priority of education and who participates. There are dramatic 
differences in the GOP/capita across the region with 2008 levels ranging from $154 (Burundi) to 
$27,130 (Equatorial Guinea)J3. Oespite this wide range, 81% of the region has a GOP/capita of 
less than $3000/year and 78.5% has a GOP/capita ofless than $2000/year14. Providing equitable 
access to education to a population requires financial investment from both the government and 
individuals. Therefore, my hypothesis in regard to sub-Saharan Africa's enrolment is that the 
higher a country's GOP/capita the more likely it is that they will be able to achieve gender parity 
in enrolment. 
13 UN Division of Statistics, accessed April 7, 2011 
14 Percentages of countries with GDP/capita of less than $3000/year and $2000/year are based on 43 countries in sub-Saharan 
























Across the region tcn countries (20%), including South Africa, achieved gender parity in 
total school enrolment. Thirty·six of the countries (73%) had a male advantage and three (6%) 
had a female advantage. At the primary school level, fifteen countries (30%) were able to 
achieve gender parity in enrolment. Thirty-one (63%) of the countries had a male advantage, 
including South Africa, and three (6%) had a female advantage . In secondary school enrolment, 
only onc country (2%) was able to achieve gender parity. Conversely, forty-one countries (83%) 
had a male advantage and seven ( 14%) had a female advantage. Figure I, illustrates the GPI for 
each country in the region at each enrolment level. As can be secn, the male advantage is 
consistent across the majority of the region at each school level. Variation is displayed in 
regional concentrations along the Western, Eastern and Southern coasts with the advantage 
changing at each enrolment level. 
Figure 1: Gender ,.rity Indn (or lub-Sah.rln ATriu (UNESCO U1S) 
Total School OP) Primary School GP) Secondary School GPI 
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As reported by the Department of Education, in South A mea more males repeating 
grades in primary school results in a female advantage at the secondary level. Thus, while equal 
proportions of males and females enter the school system, a higher proportion of females 
























female advantage at the secondary level all have parity or a male advantage in primary school 
enrolment. This shared quality implies that there is a micro-regiona l trend of more females a 
higher progressing to the secondary level because, as the map demonstrates, this is the exception 
rather than the rule. Furthennore, the geographic concentration of this pattern suggests that 
something unique is occurring regionally and it could be investigated whether the cause in South 
Africa holds across the other countries. 
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The concentration of countries with a GOP/capita below $2000/year is visible in figures 
2,3 and 4 - all of which illustrate the GPI value relative to the GOP/capita. All of the countries 
at the high end of the GOP/capita range, with the except ion of Equatorial Guinea, achieve gender 
parity. However, though it is less common, a low GOP/capita does not translate into failure to 
























ab le to achieve gender parity. Thus, the conclus ion that can be drawn is that being a high 
GOP/capita country is associated with achieving gender parity in total and primary school 
enrolment. While there are a few exceptions, overall this also demonstrates that a male enrolment 
bias is more common in low GDP/capita countries. 
Figure 3: Primary Sthool2008 GPI by 2008 G DP/capila for Jub-Sahnn Afrlu (UNESCO UIS) 
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At the secondary level, only Mauritius, is able to achieve gender parity in enrolment. 
Figure 4 illustrates the link between a high GOP/capita and female enrolment al the secondary 
level as six of the seven countries with gender parity or a female advantage have a GOP/capita 
above $3000/year. Conversely, with the exception of Equatorial Guinea and Congo, all of the 
countries with a male advantage at the secondary level have a GDP/capita of less than 
$3000/year. Taken together, this evidence suggests that a high GOP/capita becomes more critical 
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While it will not be explored in this paper, the next step would be to consider is whether 
thi s trend continues to strengthen at the tertiary level. Overall, the relationship between gender 
parity and GOP/capita in sub-Saharan Africa demonstrates that for low GOP/capita countries, 
gender parity efforts are focused on the primary level. For countries further along in their 
economic development. these efforts have been extended to the secondary level. Ln summary, the 
geographic context illuminates that while South Africa is nOI the sole country achieving gender 
parity in total school enrolment, it is an unusual feat . When the region is narrowed to regional 
countries with a comparable GDP/capita, this accomplishment becomes commonplace. 
It is worthwhile to note thai for the majority of countries able to achieve gender parity in 
lotal school enrolment, this achievement is driven by a large female advantage at the primary 
level. South Africa however, has a male advantage at the primary level. Thus, in the South 
African case, the achievement of gender parity in total school enrolment is actually driven by a 
























region. This final piece of evidence finnly cements that South Africa's enrolment rates, at all 
levels of education, arc unique within the region. 
2.2 Economic Comparison 
The next level of examination is to compare South Africa's enrolment rates to countries 
with simi lar GDPlcapita rates. To choose comparable countries, GOP/capita rates were 
compared from 2002 to 2008. These dates were chosen to align with the timeframe of the Cape 
Area Panel Study. Within thi s time period, 17 countries were within plus or minus 10 rankings of 
South Africa ls, These countries arc comparable not only because their GOP/cap ita rates but 
because there is similarity across their growth rates. 
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15 Algeria, Brazil, Colombia. Costa Rica, Dominica, Dominican Republic. Ecuador, Grenanda, [ran, Panama, Saini Lucia, Sain! 
























Figure 5 illustrates the relationship between GPI and GDP/capita for countries with rates 
that are similar to South Africa. For total school enrolment, thirteen countries (72%) achieve 
gender parity. Only two countries (11%) demonstrate a male advantage in lotal school enrolment 
while three (16.6%) have a female advantage. Compared to sub·Saharan Africa, morc countries 
achieve gender parity and fewer display a male advantage in total school enrolment - meaning 
more equitable enrolment. 
."ll:urt 6: Primary 5<:hoo12008 GPI by 2008 GDP!upitl for countrltl Yo"lth • n it slmUu 10 Soulh Africa (UNESCO UIS) 





















For primary school enrolment, e leven countries (61 %) achieve gender pariry. Seven of 
the countries (39%) have a male advantage and none di splay a female advantage in primary 
school enrolment. AI the secondary level, only three countries (16.6%) are able to achieve 
gender parity. Two countries (11 %) have a male advantage and thirteen countries (72%) have a 
female advantage in secondary enrolment. This series of figures (5. 6 and 7) demonstrates that in 
























panty and more countries display a female advantage. This indicates that, even for middle-
income countries, attaining gender parity at the secondary level is difficult . The female 
advantage suggests that at the secondary level a relatively high GDP/capita is less influential in 
achieving gender parity. 
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Therefore, the pattern for this sct of midd le-income countries is to achieve gender parity 
at the total and primary school levels and display a gender disparity at the secondary level. While 
a few countries achieve gender parity at the secondary level, the majority displays a female 
advantage. Males repeating primary grades could cause this, but as only a fcw countries have a 
male advantage at the primary level, is it most likely the result of greater male attrition at the 
secondary level. As these eountries are similar in GOP/capita 10 South Africa and ean thus be 
labeled as ""developing", perhaps this scenario is linked to gender disparities in the demand and 
























enrolment at the primary and secondary levels appears 10 be consistent with the trends of other 
middle·income countries. 
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Next, South Africa's rates will be considered in the context of the OECD countries in 
place them in the context of high-income countries. In total school enrolment twenty-eight, of the 
thirty-one, countries (90.32%) achieve gender parity. Comparatively two countries (6.25%) have 
a male advantage and one (3.23%) had a female advantage in tolal school enrolment. As can be 
seen in figure 8, only three countries lie outside ofthc gcndcr parity range, with Austria (male 
advantage) and New Zealand (female advantage) being -0.003 and +0.004, respectively, away 
from anaining parity. In primary school enrolment, twenty-nine countries (93.55%) achieve 
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At both the tota l and primary school levels, the majority of the DECO countries lie within 
the gender parity range and figures 8 and 9 demonstrate that the relationship between OP) and 
GOP/capita are very similar. However, figure 10 shows that a l the secondary level this 
re lationship results in a very different pattern . At the secondary level, only seventeen countries 
(54.84%) arc able to achieve gender parity. Conversely, six countries have a male advantage 
(19.35%) and eight countries (25.8 1 %) have a fema le advantage. Thus, just over half are able to 
achieve gender parity while the rest display a gender disparity. In tenns of their GOP/capita, the 
countries outside the gender parity zone are scancred across the GOP/capita spectrum and not 
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Overall, it can be concluded thai achieving gender parity at the secondary level is 
difficult - even amongst the world 's highest income countries. In the OECD examination, if 
gender parity is nol achieved it is more common to di splay a female advantage at the secondary 
level. As this is consistent with the findings of the middle-income countri es perhaps it is the 
same cause in both cases. Furthermore, in both groups the observations are spread across the 
GOP/capita spectrum. This supports the conclusion that once a relatively high GOP/capita has 
been reached other factors influence whether gender parity is achieved at the secondary level. 
Perhaps, once a stable economic level is anained, other social, cultural, or labor force factors 
become more influential in anaining gender parity at the secondary level. 
























Thus far the examination has focused solely on GOP/capita and GPI values from 2008. 
Comparing countries across a single year provides a snapshot of the current circumstances. By 
extending the examination over the historical context, it is possible to understand their 
progression. This will allow for much deeper insights into the real influence of GOP/capita on 
primary and secondary enrolment. 
Figure 11 charts the changes in South Africa's primary school GPI value for the total 
population from 1976 to 2009 and the general trend has been for the GPI value to decrease. In 
1976, South Africa achieved gender parity, although at the high end of the spectrum, at the 
primary level with a GPI value of 1.03. The GPI value remains consistently within the gender 
parity range until 2000 when it falls to a value of 0.95. This drop below parity coincides with a 
sharp GOP/capita decrease from 1995 value. After 2000, the GPI value remains just below 
gender range with a slight male advantage. 
Therefore, the general trend is a rising GOP/capita and a falling primary GPI value, 
which suggests that there has been an inverse relationship between the two metrics. However 
after 2000, even though the GOP/capita rises back above the 1995 level, the GPI does not return 
to the parity range. In 1985 when the GOP/capita fell sharply from its 1980 level, the GPI value 
increased. Conversely in 2000 when the GOP/capita fell from its 1995 level, the GPI value 
decreased. Overall, this seems to indicate that GOP/capita was influential on the GPI value until 
1995. After this point in time, the GPI value has not budged despite major gains in GOP/capita. 
This supports the previous conclusion that GOP/capita is influential until a stable economic level 
is reached and after this point, other factors are more influential. As this conclusion was 

























Figure 11 : Hblorin l GDPlcapila by Primary GPI n "ollli Population) for South ATrica (Central Slatblics S~rvice & 

























Figure 12 illustrates the relationship between GDP/capita and secondary enrolment in 
South Africa between 1970 and 2009. The general trend is for the GPI value to increase, peak 
and then decrease while the GOP/capita stcadjly increases. The only point in this period when 
gender parity is achieved is in 1970. From that point on, there is a distinct, and sometimes very 
pronounced, female advantage. From 1980 to 2000, the GPI value remains above 1.10 and peaks 
at 1.34 in 1990. Thi s peak cannot be attributed to fluctuations in birth rate and therefore is the 
























Fii:urr 12: HiUorinl GDP/npill by Secondary School GPI (folll populatton) for Seuth Afne. (Crnlul SIIUsliu Service 



















As mentioned during the discussion of the primary school aPI, there are sharp decreases 
in the GDP/capita from 1980 to 1985 and 1995 to 2000. The changes in the secondary OP! value 
mirror those of the primary OPI, with an increase from 1980·1985 and a decrease from 1995· 
2000. However, at the secondary level, these GPt shifts arc consistent with the general trend, 
which is nOI the case at the primary level. From 2000, there has been little change in the ap) 
value despite large gains in GOP/capita and the OP) value remains just outside the gender parity 
range. This also supports the conclusion that once a stable level of economic development has 
been attained, GDP/capita becomes less influential on attaining gender pariry. Therefore. the 
overall conclusion is that GDP/capita plays a role in gender pariry in enrolment up to a point and 























SchwendemanlSCHJENO l 7 
Now that the patterns of South Africa have been examined it is necessary to compare its 
journey to o ther economically and geographically similar countries. Nine countries l6 were 
chosen - seven arc middle-income countries and two a fC within close geographic proximity - to 
serve as the yardstick fo r comparison. The changes in GOP/capita and GP I a f C illustrated for the 
primary level in figure 13 and for the secondary level in figure 14. The axis values were kept 
consistent across the time period so that changes and patterns a f C easier to identify. 
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In the GOP/capita and GP I values there is a visible shift over the time period. As can be 
seen, Columbia, Costa Rica, Uruguay, Venezuela and Namibia consistently achieve gender 
























parity in primary school enrolment. In 1991, six countries achieved parity, three had a male 
advantage and one had a female advantage. By 2009, all of the countries achieved parity - except 
for South Africa, which has a slight male advantage. When viewed together, there is an obvious 
pattern of movement over the time period. In 1991, the data points are heavily concentrated at 
the low end of the GDP/capita range with vertical GPI value variation. As time progresses, the 
data points shift so by 2009, they are vertically concentrated within the gender parity range but 
vary horizontally along the GDP/capita range. 
Furthermore, figure 13 illustrates that South Africa's GDP/capita has a relatively small 
increase over the time period. In 1991, South Africa was positioned at the high end of the 
GDP/capita range with a GPI of .99. By 2009, its relatively slower rate of GDP/capita growth 
places it at the low end of the GDP/capita range and it is the only country outside the gender 
parity range. The only country with a slower GDP/capita growth rate is St. Lucia and it is able to 
achieve gender parity in 2009 with a score of .97. This comparison suggests that other factors in 
South Africa, combined with a relative slow GDP/capita growth rate, have negatively impacted 























Fii:urf 14: GD P/upita by S«ondny School GPl across mulliplt counlntl rrom 1991-2009 (Slalbliu South Arriu aDd 
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As can be seen in figure 16, the changes in distribution at the secondary level exhibit the 
same general pancm as the primary level. From 199 1 to 2009 the OP) va lues grow increasingly 
vertically concentrated toward the gender parity range while the GOP/capita values become 
horizontally varied. However, despite the overall trend of GPI concentration only SI Lucia is able 
10 achieve gender in parity with a ratio of 1.03. Given that they experienced the slowest rate of 
GOP/cap ita growth this is a surprising finding. Overall, the general panem found at the 
secondary level once again suggests that at the secondary level, GO P/capita is less correlated to 
























Overall, South Africa's historical pattern of enrolment is consistent with comparable 
countries at the secondary level but is not at the primary level. At the secondary level, most 
countries are not able to achieve parity and instead display a female advantage. However, at the 
primary level, most countries display and maintain gender parity. For South Africa, the general 
trend at the primary level is a decreasing GPI value in which the male advantage grows. This 
departure from similar countries signals that there is something external to GOP/capita causing 
this trend. When South Africa's secondary rates were examined alone the pattern seemed 
troubling and unique. However, the common pattern exposed at the secondary level is extremely 
interesting as it demonstrates that South Africa's pattern is not unique but rather in line with 
comparable middle-income countries. 
In summary, this examination reveals that South Africa's enrolment rates are regionally 
anomalous, as a minority of countries achieves comparable GPI values in 2008. Comparisons 
across economic lines show that a relatively high GOP/capita is associated with achieving gender 
parity at the primary level. However, at the secondary level gender parity is much more difficult 
to achieve, regardless of GOP/capita. The examination of secondary level rates suggests that 
after reaching a relatively stable economic status, other factors playa role in achieving gender 
parity. However there does seem to be a connection between the type of gender advantage 
displayed and the GOP/capita at the secondary level. In general, countries with a low GOP/capita 
displayed a male advantage while countries with a relatively high GOP/capita displayed a female 
advantage. This seems to indicate that once a stable economic level is attained, a larger 
proportion of females are enrolled at the secondary level. My guess is that this is most likely due 
to more economic opportunities and earlier male employment but this is merely a hypothesis and 
























The historical examination revealed several interesting insights regarding the changes in 
South Africa's enrolment rates over time. At the primary level it is particularly interesting that 
South Africa's gender parity value has followed a general pattern of decline so it currently 
displays a male advantage. The comparison with regionally and economically similar countries 
displayed that the general pattern is to achieve and maintain gender parity, thus making South 
Africa's trend anomalous in this respect. At the secondary level, South Africa's general trend is 
in line with the comparison countries and the recent progress toward parity is promising. 
However, if the trend at the primary level continues to grow increasingly skewed, it could be 
problematic for enrolment parity. Therefore, policy makers and educationalists need to address 
this worrisome trend so that this disparity does not continue to grow. Ifthis scenario were to 
develop, South Africa's enrolment rates will no longer be regionally anomalous and instead will 
























Chapter 3: Other Educational Outcomes 
The previous chapter firmly established that South Africa's enrolment rates are 
geographically unique and economically typical. Thus, the next step is to consider other 
educational outcomes on an international platform. The logic here is to consider whether there 
are gender differences in other measures of educational achievement. The issue of 'access' , as 
captured by enrolment rates, has long been the focus of researchers and policy developers while 
less attention has been given to achievement. The previous chapter demonstrated South Africa 
has conquered the obstacle of participation and this thorough investigation will consider whether 
South Africa's success of gender parity in enrolment is consistent across achievement related 
educational outcomes. 
The first achievement related outcome to be examined is learner performance in literacy 
and numeracy evaluations. As with enrolment rates, these evaluations will be considered at 
national, regional and international levels in order to provide a rich context and yield meaningful 
insights. The second outcome will focus exclusively within South Africa and will be a 
comparison of male and female progression rates through the school system. The objective will 
be to determine whether one gender's progression is more heavily impeded than the others. The 
final outcome will also focus exclusively on South Africa and it will be an exploration of Matric 
exams. This will focus on participation, level and pass rates and will consider the exam subjects 
that males and females write. The objective is to explore whether there are gendered disparities 
in either performance or subject choice. 
3.1 Learner Numeracy and Literacy 
The first educational outcome that will be examined is literacy and numeracy scores and 
























Several assessments will be considered so that South Africa's scores can be assessed in the 
context of its global peers. One evaluation will focus solely on mathematics scores while two 
others will consider both subject areas. 
The first assessment considered is the Trends in International Mathematics and Science 
Study (TIMSS). This cross-country study was conducted in 1995, 1999, 2003 and 2007 in order 
to evaluate performance and knowledge in mathematics and science. South African partook in 
this study in 1999 and 2003 at the eighth grade level. To be comparable to the other numeracy 
assessments, this report will focus exclusively on the 2003 wave of the TIMSS. 
In 2003,8,912 grade 8 learners from forty-six countries participated in the TIMSS 
mathematics and science study (TIMSS 2003). In both subjects, South Africa recorded the 
lowest scores, with an average score of 264 in mathematics and 244 in science - both of which 
were lower than the 1999 results (TIMSS 2003). Singapore had the highest scores in both 
subjects, with an average score of 605 in mathematics and 578 in science. As regional 
comparisons, Botswana scored an average of 366 in math and 365 in science while Ghana scored 
276 in math and 255 in science (TIMSS 2003). Botswana, Ghana, and South Africa were the 
only sub-Saharan countries to participate and were ranked in the three last spots, respectively, in 
both subject areas (TIMSS 2003). 
Table 1: TIMSS 2003 Grade 8 scores (TIMSS) 
Matbematics Science 
Soutb African Average Score 264 244 
International Average Score 466 473 
Only thirty-four of the countries reported disaggregated score results by gender. In the 
mathematics section, females outperformed males in nineteen countries scoring an average 7.42 
























countries and on average scored 12.4 points higher (TIMSS 2003). This indicates that not only 
did males performance better than females in the science assessment, the average score disparity 
was larger. However, amongst South African learners, boys outperformed girls with an average 
score 2 points higher in both subject areas, however such a small disparity indicates there is no 
gender bias (TIMSS 2003). Therefore, though South Africa has the lowest scores, it appears that 
compared globally there is less gender bias in South African learner performance. 
The second assessment of learner literacy and numeracy is through the Southern and 
Eastern African Consortium for Monitoring Education Quality (SACMEQ). In 2000 and 2007, 
15 African countries participated in the SACMEQ, which evaluated learner performance in 
reading and mathematics with a predetermined mean score of 500. When the results were 
analyzed, "South Africa's achievements in these areas were poor." with learners ranking in the 
bottom half of the participating countries (Department of Education 2008, 31). To compare 
learner performance along the gender lines, each country's disparity has been "calculated by 
subtracting the boys' scores from the girls' scores." (Saito 2010, 1). When the difference is 
positive, it indicates that girls earned the better marks and when the difference is negative boys 
earned better marks. 
In South Africa, girls outperformed boys in both subjects in both years. In both waves of 
the study, the gender disparity was larger in the reading than the math scores (Saito 2010, 2). 
Additionally, girls in Seychelles, Mauritius, Botswana and Lesotho outperformed boys in both 
subjects and years. Seychelles reported the largest disparities, in both subjects and years, while 
the remaining countries displayed disparities similar to that in South Africa's performance. All of 
these countries display a female advantage or gender parity in their secondary school enrolment. 
























Overall, there is no conclusion regarding a gender disparity in numeracy and literacy as one 
assessment indicates that there is virtually no bias while the second suggests a female advantage. 
The [mal measure of learner literacy and numeracy is an investigation into the scores of 
participant's aged 14 to 16 (to isolate school-going observations) in the first wave ofthe CAPS 
conducted in 2002. Participants were asked to complete a series of forty-five questions (twenty-
two focused on literacy and twenty-three focused on numeracy) designed to assess their literacy 
and numeracy abilities. Across the total age group, there is very little difference between male 
and female scores. Females answer slightly more questions correctly in the literacy evaluation 
and males had slightly more correct answers in the numeracy evaluation. The mean number of 
correct answers for the literacy assessment was 16.96 for females and 16.73 for males. While the 
mean number of correct answers in the numeracy assessment was 8.76 for females and 9.19 for 
males. This supports the finding that leamer's numeracy skills are very weak in South Africa 
(Department of Education 2008). 
Therefore, out of the three assessments considered that examine numeracy performance, 
two found that there is very little gender difference and one found females perform better. 
However, the two assessments (SACMEQ and CAPS) that consider literacy both found females 
to outperform males. While there is not an overwhelming consensus on the gender differences 
across both subjects, there is in the literacy assessments. Therefore, it can be concluded that this 
review fully supports the finding that females slightly outperform males in literacy assessments 
(Marks 2008, 90). 
As there is little gender difference in the literacy and numeracy scores of the total cohort, 
it is necessary to examine the scores by gender and age. Figure 15 conveys that all age groups 
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I Overall, there is very little variation between the age groups. There are slight gender differences 
in the 14 year-old cohort, where females perform bener, and in the 16 year-old cohort, where 
I males perform better. However, there differences are very small and not statistically significant 
I 
which suggests that, as with the total cohort, there is no gender bias in the sample's literacy 
scores. 
I "' Ia:u rt 15: 2002 CAPS LilfrtC), Scores by Gender and Age (CA l'S wIVe I) 
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As with the literacy scores, figure 16 illustrates that all age groups follow a general 
pattern of being heavily concentrated at the low end of the numeracy score range. However, as 
I thc participant 's age there is a noticeable shift to the highcr scores range, indicating that with age 
participants perform better. As for the gender differences, the chart shows that female scores are 


























occur al the high end of the score spectrum. For the 14 year·olds there is a very small male 
advantage, which not only increases as partic ipant' s age, but it occurs sooner a long the score 
spectrum. This suggests that the gender disparity in numcrncy scores widens as participant 's age. 
Hgurr 16: CAPS 2002 NumtrlC:Y Scores by Gender and Agt (CAPS wavt I) 
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Overall , these charts demonstrate that literacy and numcracy scores improve as the 
participant' s age increases. In a gender compari son, no differences were found in the literacy 
scores but in the numeracy scores there is a gap that widens with age. As the effect grows with 
age, this suggests that a factor that male advantage in numeracy gains influence as learners age. 
In summary, this assessment of learner pcrfonnance across a variety of regions and 
subject areas indicates that the gendcr differences in South African perfonnancc echo global 
findings. Female perfonnance is better in literacy assessments and male perfonnance is better in 
























possible to conclude that they are significant. Therefore, while the performance of South African 
learners lags behind their peers there does not appear to be a gendered effect in performance. 
3.2 Educational Progression 
Now that it has been established that South African leamer's literacy and numeracy 
performance is not gendered, it is necessary to consider the domestic rate of educational 
progression. This evaluation will use data from the CAPS and will investigate the educational 
histories of the fourteen to sixteen year old men and women. The objective is to explore the 
educational paths of males and females to assess if they are progressing at the same rate and 
share a common educational experience. The first step in this process is to inspect how male and 
female educational attainment differs. 
Figure 17 displays the educational attainment of the men and women of the cohort in 
each wave of the study. It is clear that the educational progression of males and females follows 
the same general pattern and shape. In wave one, for both men and women the peak of the 
distribution occurs at grade 8. As would be expected, as the waves progress and the cohort ages, 
the peak shifts down the educational spectrum. By the fmal wave, the peak for both sexes occurs 
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I First, in all waves, the male curve begins to steep ly incline at a lower educationa l level 
I than the fema le curve. This indicates that a larger proportion of ma les remain in the primary 
I 
grade levels. Second, after wave 1, there is a consistently a peak at grade 9 in the male sample. 
This is likely because this is the last year of compulsory education and it is the culmination of 
I their educational pursuits. Third, in the upper grade levels the female curve is consistently above 
the male curve. This demonstrates that fewer males make illo Ihe secondary education levels-
I especia lly in the later waves. Finally, in each wave, the male curve is relati ve ly lower with a 
I wider peak than the female wave - an indication more variance in the educational attainment of 



























Overall, these differences highlight that males and females do not have the same 
experience in their educational progression. A larger proportion of males repeat grades at the 
primary level, which leads to a higher level of variance in the male cohort - a phenomenon that 
has been acknowledged by the Department of Education (Department of Education 2007, 16). 
Conversely, as the waves progress the female cohort moves through the educational levels in a 
clustered group and a larger proportion reach the secondary grade levels. In summary, these 
fmdings support the Department of Education's report that more males remain in the primary 
grade levels and a higher proportion of females transition to and through, the secondary level. 
The next metric of educational progression that will be considered is the proportion of 
participants that are not enrolled in an educational institution. Figure 18 depicts the proportions 
of male and females who are not enrolled by age and shows they follow the same general pattern. 
The percentage of not enrolled participants drops dramatically from age five to seven when the 
compulsory Basic Education band begins. The un-enrolled percentage drops virtually to zero and 
remains there until age 15, which is the last age of compulsory Basic Education. After age 15, 
the percentage of not-enrolled observations increases dramatically. Overall, after age 5 a 
consistently higher percentage of males are not enrolled, which demonstrates that females have a 
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The fmal indicator of educational progression is to examine the proportion of participants 
who were inappropriately aged for their enrolled grade. Given (he primary and secondary GPI 
values, the expectation is that a larger proportion afmalcs wi ll be inappropriately aged for their 
enrolled grade and there the gender disparity will be wider in the primary grades. An important 
caveat is that this data was collected in the third wave and the sample is sma ller (3523) than the 
original (4752). Also, as the youngest observations are 17 years-old in the third wave, to use the 
entire wave's sample this metric wi ll be limited from ages fi ve to seventeen. Finally, the 
appropriate ages for each grade are set by the Department of Education, which defi nes ages five 
to seven as the nonnal age range for Grade I entrance. This age band was kept throughout the 
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Figure 19 shows the percentage of participants who aTC enrolled in an inappropriate grade 
for their age by their age and gender. As can be seen, the rate is the same for males and females 
until 8 years old . After this age, the proportion of males increases faster than the rate of females. 
The widest disparities occur at 14 years old (males 47% and females 35%) and 16 years old 
(males 56% and fema les 43%). The male rate increases steadily as the participants age while the 
fema le rate stays relatively stable from age 9 till 14. The rates of both genders substantially 
increase after 14 years old. Therefore, the overall conclusion is that a larger percentage of males 
are enrolled in an inappropriate grade for their age and the gender gap is the widest directly 
before and after the end of compulsory education. 
Figure 20 provides a comparison between the male and female percentages of 
participants who are an inappropriate age for their enrolled grade. The general trend is for the 
rate of inappropriate ly aged participants to increase as the grade progress. The male peak occurs 
at grade II and the female peak occurs at grade 12. There is a consistent ly larger proportion of 
























demonstrates that learners are enrolled in a grade inappropriate for their age almost immediately. 
When examining the participants by age, at 9 years old one-third are not in the correct grade for 
their age. Proportionally by grade, in grade lone-third of the learners afC outside oflhe 
appropriate age band. In the low primary grades, some of this may be attributed to late enrolment 
but the steady increase over time indicates a high rate of fai lures and repeats - particularly for 
males. 
Figllrr 20: Prr(fnllgf of Partlcip.nu Inlpproprilttly Aged for Enrolled Grldt by Gender (CAPS) 
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In summary, this examination of educational progression in the CAPS reveals that males 
and fema les have different educational experiences. Males overall have a lower level of 
educational attainment, are less likely to transition to secondary, are more likely to not be 
enrolJed, and are more likely to be inappropriately aged for their grade. Therefore, it can be 
concluded that females are more successful in their progression through the secondary level. 
3.3 Mattie Pass Rates 
In South Africa, secondary school culminates with a Matriculation exam that is offered 
























and performance tends to be patterned along gender lines (Marks 2008, 90). The overarching 
trend is for girls to participate and perform better in 'soft' subjects (languages, home economics, 
secretarial courses) while boys participate and perform better in 'hard' subjects (mathematics, 
physics, economics). However, as we have seen, regional cross-country generalizations can mask 
exceptions at the national level. In this context, probing further into this gendered subject 
performance is particularly relevant as more girls are participating in and completing secondary 
school. The objective for this metric is to investigate whether there are gendered differences in 
performance for the 'soft' and 'hard' Matric subject areas. 
Table 2: Exams (by level) in Soft and Hard Subject areas for men and women who are aged 14 to 16 in wave 
1 (CAPS) 
Soft Subjects Hard Subjects 
Males Females Males Females 
Higher Grade 1435 87.50% 2110 83.43% 325 29.49% 406 28.37% 
Standard Grade 205 12.50% 419 16.57% 777 70.51% 1025 71.63% 
Table 2 illustrates that at both the higher and standard levels, more females write exams 
in 'soft' and 'hard' subject areas. As more females enroll at the secondary level it is logical they 
would have a larger absolute number of exams. However, in both subject areas a larger 
proportion of males write exams at the higher level. This gap means that even though more 
females write exams, proportionally more males do so at the higher level. However, given the 
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The distributions for male and female scores al the higher-grade level in the 'soft ' subject 
I follow a standard normal curve, with the peak at the C or 0 mark. There is very little difference 
I 
in performance, making it clear that that higher level 'soft ' Matrie subject performance is not 
gcndcrcd. At the standard-grade 'soft' Matrie subjects, there is slightly more variation in the 
I score distribution . Figure 21 shows that females perform slightly bener in first language English 
I 
and Afrikaans exams but there is not a significant difference in performance. The other subjects 
display virtually no gender disparity. Therefore at both grade levels, pcrfonnance in the ' soft' 
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Male and fema le performance for the higher-grade leve l in the hard subject areas is 
disp layed in figure 22. The graphs illustrate that there is generally a consistent shape to male and 
female performance. The proportion is relatively high in the A to B mark range, peaks at the C to 
o range and then quickly declines over the E to F range. Males and females follow this genera l 
trend with similar performance in mathematics and females performing slightly better in business 
economics. In the physical science subject area, the male distribution is relatively wide and flat 
while the female di stribution is highly concentrated, particularly in the A and C marks. However, 
when the scores are sca led from 1·6 (1 being an A and 6 being an F) the average female score 
was 1.14 while thc average male score was 1.1 8, demonstrating that while there is very linte 
difference in their physical sc ience subject pcrfonnancc, females did perfonned slightly bener. 
























perform better but that the difference is not statistically significant. Thus, this investigation has 
shown that that subject choice and performance in Matric exams is not gendered. 
In summary, this examination investigation has revealed that there is only a gender bias 
in educational attainment. Other measures of educational performance show that there is not a 
gendered effect in South Africa. The female advantage in GPI values and enrolment ultimately is 
translated into higher female educational attainment. However, these higher rates of participation 
are not translated into better performance in literacy, numeracy or Matric scores. Therefore, the 
next step is to consider whether the gender inequality factors discussed in Chapter 1 are present 
























Chapter 4: Are the 'Usual' Gender Inequalities Present in South Africa? 
Diverse measures of educational outcomes show that there is not a gender bias in South 
Africa, in contrast to most of the rest of Africa. Why are the factors, which hinder the 
educational success of girls elsewhere in Africa not having this effect in South Africa? This 
chapter examines whether the 'usual suspects', that disadvantage girls, are present in South 
Africa. The following chapters examines why, to the extent that any of these 'usual suspects' are 
present in South Africa, they do not seem to have the effect of disadvantaging women in terms of 
their educational success. 
As discussed in Chapter 1, there is a broad range of factors that can discriminate against 
the educational opportunities and success of women. Despite this wide range, this paper will 
focus on a narrow set of factors that are most frequently associated with and produce gendered 
differences. Other factors which can have a substantial effect, such as the schooling environment 
and the household's religious beliefs, were not considered because either such variables were not 
captured within the dataset or they are more attitudinal and can be less reliable in statistical 
analysis. The variables that will be investigated are pregnancy, the domestic time burden (chores, 
care-taking activities) and the level of parental human capital investment. The exploration of 
each factor will begin by discussing how it was measured and then will examine the distribution 
for gendered disparities. 
Prior to discussing the particular factors it is necessary to establish the theoretical model 
being pursued and how it defines the parameters of the dataset. The hypothesis being pursued is 
women who experience unequal circumstances or treatment (in the context of the 'usual 
suspects') will be less successful in educational measures than those who have more equitable 
























inequalities and examine how these affect educational outcomes in the later waves. The 
outcomes of educational attainment and Matric exam scores were captured in each wave of the 
study. Therefore, for these variables, the hypothesis is that the presence of a gender inequality 
factor in the first wave will have a negative impact on the educational outcomes in the study's 
successive waves. 
However, the educational outcomes of literacy and numeracy skills were assessed in the 
first wave. For these educational outcomes, it is assumed that the domestic time burden and 
parental human capital investment, reported in the first wave of the study, is representative of the 
levels prior to the study. However, as will be seen, the 'pregnant' sample from the first wave is 
too small to accurately investigate for gendered differences and the 'pregnancy' variable must 
encompass waves one through three. Therefore, this makes is impossible to consider 'pregnancy' 
within the context of literacy and numeracy scores, which were recorded in wave one. Thus the 
examination of 'pregnancy' will be confined to the outcomes of educational attainment and 
Matric exam scores. 
Additionally, the sample for this paper was limited to those participants who were 
between the ages of 14 and 16 in the first wave of the study. The age range was narrowed so that 
the investigation could concentrate on those of school-going age. When the age restriction is 
applied, the sample decreases to a total of 1591 (742 men or 47% and 849 women or 53%). 
There is an equal gender split for those 14 years old, but there are slightly more 15 year old 
(53%) and 16 year old (56%) women. Now that the parameters of the model and data have been 


























In the fIrst wave of the CAPS, only 23 participants (4 men and 19 women) report they 
were or had been 'pregnant,17. This is less than one percent of the male sample and is 2.25% of 
the female sample. As this sample size doesn't allow for an accurate comparison, the factor of 
pregnancy must be extended beyond the fIrst wave. The frequency of pregnancy is next 
addressed in wave three, by which point 142 participants (11 % of the total sample) reported they 
were or had become 'pregnant'. The proportion of men remains small at only 24 observations, or 
3.97% of the male sample, while 118 women, or 16.8% of the female sample, responded 
affIrmatively. This means that 83% of the 'pregnant' group is female. A bivariate logit regression 
of pregnancy by the study's third wave and gender reveals that women are 4.9 times more likely 
to become 'pregnant' than men. Therefore, within the total 'pregnant' group, women are driving 
the trends and patterns. 
As we are examining school-going age observations, it is essential to consider the age at 
which the participants became 'pregnant'. Figure 23 illustrates the cumulative rate of 
'pregnancy' by age and displays major gender differences. It should be noted that fIgure 23 is not 
limited to participants aged 14-16 in wave 1, but rather reflects those who are 20 years-old or 
less in wave 3. This age was chosen to limit the sample to the end of the school-going age range 
and provides a longer-term view of the frequency of 'pregnancy' during this critical age period. 
As can be seen, there are substantial gender differences in the rate of 'pregnancy'. By the age of 
20 years-old, almost 20% of women are 'pregnant' while comparatively almost 5% of men are 
'pregnant'. While men could be underreporting their rate of 'pregnancy' this vast disparity 
depicts that far more women become 'pregnant' in the school-going ages than men. 
17 While 'pregnant' obviously is typically exclusive to females, going forward it will refer to females who either are pregnant or 
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However, within the 'pregnant' cohort, the largest increase in ' pregnancy' rates for both 
men and women occurs at ages 17 and 18. For females, there is a 5-point percentage increase in 
the cumulative rate of 'pregnancy' from at age 17 and 18. Comparatively, there is a 1.38-point 
and 1. 76-point increase at age 17 and 18, respectively, for men. However, for both genders these 
increases correspond to the school-going age period. Comparing the increases for men and 
women demonstrates that the increases for women arc much higher and that substantially morc 
women become ' pregnant' during this age range. 
Overall, the find ings from the CAPS regarding pregnancy in school-going age 
observations suppon the findings from other studies. Numerous studies confirm that the 
frequency of 'pregnancy' begins to pick up at 15 and "peaks at 30.2% among 19 year olds." 
(Panday el al. 2009, 35). in the CAPS, the frequency was found to be lower but this may be 
because the study focuses on an urban sample. National figu res are comprised of both urban and 
rural rates and this may contribute to a higher national rate. Therefore, overall it can be 
























'pregnant'. The following chapter will test the logical assumption that women's higher rate will 
have a negative impact on their educational success. 
4.2 Time Burden 
In the fIrst wave of the study, participants were asked questions about their weekly time 
use and activities I 8. Out of these questions, three activities (time spent caring for children, time 
spent caring for adults, time spent on household chores) can be classifIed as 'domestic time 
burden'. A variable of the total weekly domestic time burdenl9 was constructed by combing the 
time spend on each activity into a cumulative score. 
Table 3, below, lists the mean number of hours per week spent on each activity and the 
mean cumulative total. As can be seen, both genders spent the largest amount of time on 
'housework' and the smallest amount of time 'caring for adults'. However, within each domestic 
activity, women spend more time than men. The largest absolute gender difference occurs within 
the 'housework' activity, where women are responsible for 2.31 more hours per week. However, 
women spend 2.83 times what men spend 'caring for children', making it the largest proportional 
gender difference. Thus, 'housework' and 'caring for children' are primarily responsible for the 
large gender difference in the cumulative mean scores. 
Table 3: Hours spent per week on domestic activities by gender (CAPS wave 1) 
Caring for Children Housework Carin~ for Adults Cumulative 
Men Women Men Women Men Women Men Women I Mean 
Hours/week 0.89 2.52 4.16 6.47 0.189 0.37 6.77 10.46 
18 It should be noted that the CAPS is not a 'time-use' study. Therefore, the responses should be considered as 
indicative, rather than precise, measurements. 
19 This the time spent on each activity is self-reported and not precise, there are observations which are true outliers. 
To compensate for the self-reporting, the total cumulative time burden was capped at 84 hours per week, allowing 
























Overall, the time burden scores are heavily concentrated at the low end of the score 
range. Almost 90% of the total sample has a cumulative time burden of 20 hours per week or 
less. However, of the remaining 10% who have a weekly time burden of more than 20 hours per 
week 75% are women. The gender disparity in the top 10% indicates that while a relatively high 
time burden is not common, it is even less common within the male observations. 
Figure 24 below, illustrates the gender differences by delineating the distribution of 
scores into quartiles across the individual domestic activities. The position of the first three 
quartiles along the y-axis underscores how heavily the sample is concentrated at the low end of 
the hour range. In each activity, the max score for the third quartile is at or below a maximum 
score of 15 hours per week or less - meaning that within each of the first three quartiles, the hour 
range is very small. Comparatively, the range of hours in the fourth quartile is massive and 
ranges up to a maximum of84 hours (in the 'caring for children' activity). This variance means 
that the observations within the fourth quartile are widely disbursed and there is not much 
continuity between the observations of this quartile. However, it should be noted that the wide 
hour range in the fourth quartile is not the result of an outlying observation, and instead there are 


































Men - Caring for Women - Caring Men · Housework Women -
Children for Children Housework 
Men - Caring for Women · Caring 
Adul l.s for Adults 
Overall, figure 24 clearly demonstrates that women carry a heavier domestic time burden 
than men. The strongest evidence for this finding is that through the 75th percentile, women 
consistently are responsible for more hours in each acti vity. As the final variable is a cumulative 
score, it logically follows that women have a higher cumulative time burden. Figure 25 depicts 
the cumulative scores for both genders and supports the finding thai women have a heavier time 
burden than men. Furthennore, a bivariate OLS regression of domestic time burden aDd gender 
shows that the gender difference is highly significant and 'being female ' is associated with 0.49 
more hours per week of domestic work. 
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In summary, (he finding that women have a heavier lime burden supports other findings 
from around the world, Specifically across Africa it has been documented thaI "women bear the 
























disparities it is impossible to drive policy and regulation to address the resulting consequences 
(Levine 2008). In the CAPS it was found that the largest absolute difference occurred in the time 
spent doing 'housework', which is echoed by Levine's fmding "girls spend much more time 
performing housework than boys." (Levin et a12008, 26). As it has been conclusively found that 
women have a heavier domestic time burden, the following chapter will focus on investigating 
whether this is associated with a gendered pattern of educational attainment. 
4.3 Parental Human Capital Investment 
In wave 1, similar to the questions about time use, participants were asked questions 
about the level of involvement and investment that their mothers and fathers make in their lives. 
To create the variable, responses to several questions (does your mother/father give you money 
for school', 'does your mother/father have dinner with you', 'does your mother/father have 
personal conversations with you', 'does your mother/father spend time alone with you' and 'does 
your mother/father help you with homework'io were combined to give each participant an 
individual cumulative score. Affirmative answers were given a value of one so that, as there 
were five questions for each parent, the highest possible cumulative score would be a value of 
10. 
As with the time burden scale, the parental human capital investment scale was divided 
into quartiles so that the differences in distribution are easier to compare and represent visually. 
Again, the male and female cohorts were treated as separate groups and were divided into 
quartiles within their respective cohorts. This ensures that comparisons between the two groups 
will reflect the true nature of any differences or similarities. 
20 It should be noted that these answers are self-reported and not verified by the parents nor through observation by the field 
worker. Therefore, as these questions deal with personal relationships, the responses are subject to emotion which could 
























Maternal variable Paternal variable Parental variable 
M" Women M" Women M" Women 
I Mean 3.29 3.15 2.36 2. 14 S.66 53 
Table 4 above li sts the mean cumulative scores for the maternal, paternal and lotal 
parental investment variables. The mean scores of the paternal variable arc roughly a full point 
lower than those of the maternal variable. This disparity implies that in the CAPS, participants 
reported receiving less investment and time from their falbers than their mothers. Additionally, 
as the mean cumulative score for women within each variable is lower than the score for men, 
this means that women reported lower levels of investment than men. 
Figure 26 below illustrates the distribution of the maternal and paternal investment scores 
for men and women by quartile. As can be seen, the fourth quartile reaches the maximum score 
of 5 in each cohort. A comparison of the investment range demonstrates the middle 50% is 
highly concentrated in a narrow score range for maternal scores. Alternatively, the middle 50% 
for the paternal scores covers a much larger score range and means there is substantially more 
variation in the investment level offathers. 
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In tcrms of gcnder differenccs, the box plots show that there is vcry linic gender 
difference across the matemallcvel of investment . For men, the obscrvations in the third quartile 
are more concentrated but ovcrall there are not significant differences. However, in the paternal 
level ofinvcstmcnt, the 75 th percentile of the women's sample is much lower along the y-axis 
than the malc cohort. Thus, while there is not a huge difference in the mean paternal scores, this 
graph illustrates how women arc heavily concentrated in the low range of paternal investment. 
Figure 27 displays the total cumulative parental investment scores and, as can be seen, 
thc gcnder differences in each quartile are small but cumulatively result in a noticeable 
differencc. As this variable combines both parents, the graph reflects the compounded effect of 
lower levels of investment from both parents for the femalc cohort. A series of regression models 
demonstrated that the gender differences in all three parental invcstment variables were 
significant. In each regression model, 'bcing female' is associated with a lower level of 
investment thcn 'being male' , with the largest negative influence occurring in the paternal 
variable model. Therefore, it can be concluded that parents, especially fathers, invest less in their 
daughters than thcir sons. 
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In summary, this overview of parental human capital investment confinns that women 
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supports numerous studies that for a variety of cultural, economic and social reasons men 
typically receive more human capital investment than women (Levine, 2008; Morrison, 2008; 
Herz and Sperling, 2004). It has been found that when this occurs it is usually because parents 
feel that they will 'yield' a higher return from their sons, but a cross-country study found that the 
return on a secondary level education is higher for women (18%) than for men (14%) 
(Psacharopoulos 2004, 113). Furthermore, it was found that though there are differences between 
population groups, the negative effect of 'being female' is constant within the groups. Therefore, 
it can confidently be concluded that women receive a significantly lower human capital 
investment from their parents than men. 
Overall, this investigation of the presence of gender inequality conclusively proves that 
women experience a significant bias across all three factors. In each factor women are more 
constrained and face larger obstacles. Combined together, these fmdings conclusively 
demonstrate that the 'usual suspects' are present in the lives of women from the Cape Area. As 
no gender bias was found across the total population, the next step is to determine whether 
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5. Why don't the 'usual suspects' ofunegual educational outcomes operate in South 
Africa? 
Across the developing world, gendered educational outcomes are frequently attributed to 
a set of factors, which could be called the 'usual suspects'. Chapter 4 showed there is a gender 
bias (higher pregnancy rates, heavier domestic time burden and lower parental investment) 
across these factors. Their presence raises the question - are they associated with the inequitable 
educational outcomes seen in other countries? The objective of this chapter is to probe the 
relationship between the 'usual suspects' and educational attainment. The following chapter 
considers whether this effect is constant across other educational outcomes. 
This chapter begins by investigating the characteristics of educational attainment in the 
sample. This moves beyond chapter 3 by limited the cohort to participants between the ages of 
14 and 16 in the first wave of CAPS and capping educational attainment at 20 years old. These 
limitations accommodate for attrition as the study progresses and isolate the observations to a 
narrow school-going aged band. After the characteristics of the baseline are established, the 
influence of the 'usual suspects' will be considered. 
5.1 The Baseline 
Figure 28 illustrates the differences in the distribution of educational attainment among 
20 year-old men and women. Although the two distributions are similar in shape and 
skewedness, there is a noticeable gap between men and women, which emerges at grade 4. The 
trend found in chapter 3 (fewer males transition to the secondary school level which leaves a 
larger proportion of inappropropriately aged males at the primary level) is visible but more 
























complete grade 12. It should be noted that the male peak al grade 9 is the last year of compulsory 
education and means that this is the educational culmination for a sizeable portion ofmeo. 










A bivariate OLS regression was built to examine gender and grade level attainment al 20 
years old. The regression reveals that the gender difference in educational attainment is highly 
significant (at the 1% level) and 'being female ' is associated with attaining 0.46 additional grade 
levels. However, gender explains on ly 1.38% of the variation in educational attainment. This 
means that to comprehens ively investigate the usual suspccts, in addition to inter-gender 
variation, it is necessary to consider intra-gender disparities, as this will demonstrate whether the 
effeci is larger for men or women. In summary, Ihe baseline illustrales that ' being female' has a 
highly significanl positive impaci on educational anainmenl bUI il isn' l driving gradc level 
achievement 
Tlble 5: The Idditionlll!rlde 1"'flIUllnmenl Inocllttd wltb 'belDI! femlle' In tbe totll populltion (CAPS)u 
Totll Sim Ie 
AddiUoDllcrlde level lltllnmeDt 
Inocilled wltb 'MinI! femlle' 
0.46000 
11 The gTilph displays Ihe educalional allainmenl ror 99.12". orlhe sample. As the remaining 0.88% of ob~rvalions are in spread 
across Grade 4 they do nOl add substanlial value 10 the gnphic and have been e:ll:eludtd for visual purposes . 

























Now that the baseline and trends of educational attainment have been di scussed, it is 
necessary to consider the influence of the 'usual suspects '. The first to be investigated is 
'prcgnancy,2J and the assumption is that it is associated with a lower level of educational 
attainment. Chapter 4 illustrated that there are sign ificant gender differences in the rate and age 
of ·pregnancy· . The objective is to uncover whether the gender bias in ' pregnancy' is associated 
with a gcndcrcd pattern of educational attainment. 
Figure 29 below depicts stark differences in the grade level attainment at 20 years-old of 
the 'pregnant' and never 'pregnant ' cohon. The never 'pregnant' group is heavily skewed toward 
the upper grade levels, peaking at grade 12/Mauic. Alternatively, the ' pregnant group' has a 
more normal disuibution with the peak at grade 10. The gap between the two groups indicates 
that 'pregnancy' appears to be associated with a lower level of educational attainment. A 
bivariate OLS regression of the difference in grade level attainment between the two groups 
reveals that being 'pregnant' is highly significant and associated with atta ining 1. 11 fewer grade 
levels. This confirms thc assumption that 'pregnancy' has a negative influence on educational 
attainment . 
--N~. --- -' 
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The next step is to explore whether the negative association is larger for women, 
traditionally the primary caregiver, or for men. Figure 30 illustrates the distribution of the grade 
lJ As mentioned in Chapter 4, ' pregnant ' as a term. will refer to females who are or have been pregnant and malts who have 
























level attainment at 20 years-old by 'pregnancy' status for both genders. The distributions of 
never ' pregnant ' cohorts arc idcntical - a sparse first quartile and densely concentrated 
thereafter. The heavy concentration in the final three quartilcs means the majority of the cohort 
reaches the secondary level and thus has a re latively high level of educational anainmcnt. 
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For the ' pregnant ' cohort, there are major gender di fferences in the distribution. The 
observations of 'pregnant ' women arc heavi ly concentrated in the top three quartiles. Though 
there is less variation in the first quartile and more in the second, overall it is very similar to the 
never 'pregnant ' groups. The distribution for ' pregnant ' men however, is very different. 
Comparatively, the second and third quartiles span a lower grade level range and there is 
considerably marc variance in the fourth quartile. This suggests that within the 'pregnant' cohort 
men havc a lower leve l of educational attainment and there is more inter-gender variation for 
men. 
To detennine whether the gap in educational attainment is larger for men or women, two 
OLS bivariate regression models were constructed to look al the genders independently. In both 
models, being 'pregnant' has a highly significant negative influence on educational attainment . 
























men, it is associated with completing 1.43 fewer grade levels. Therefore, the negative impact on 
educational attainment associated with being 'pregnant' is, surprisingly, larger for men. 
Furthermore, an OLS bivariate regression found that there is a significant gender 
difference (at the 10% level) in the educational attainment of the 'pregnant' cohort. This 
regression found that being 'female' in the 'pregnant' cohort is associated with completing 0.68 
more grade levels. Together, these regressions show that there is a larger inter-gender disparity 
for men but that there is also intra-gender disparity, which favours women. Therefore, it can be 
concluded that 'pregnant' women have a higher level of educational attainment than men. 
As females are traditionally the primary caregiver and it is much more common for 
women of school-going age to become 'pregnant', why do they have a higher level of 
educational attainment than 'pregnant' men? As attainment is heavily related to enrolment, this 
will be the first point of inquiry. Chapter 3 found that non-enrolment rates increase at 15 years-
old and that men consistently have a higher rate. Figure 37 illustrates the rate of non-enrolment 
by age for both genders by their 'pregnancy' status. The distribution of the never 'pregnant' 
cohort adheres to the pattern found in Chapter 3. Conversely, the rates of 'pregnant' men and 
women are much higher than the never' pregnant cohort. This gap between the 'pregnant' status 










































Figure 31 demonstrated that for both men and women, the peak school-going years of 
' pregnancy' arc at 17 and 18 years old. In this context, enrolment rates indicate that a 
considerable portion of ' pregnant ' men and women drop out before they become ·pregnant'. 
Additionally. until IS years old, the non-enrolment rate for 'pregnant' men is much higher. This 
means that from ages 15 to 18, a higher proportion of ' pregnant ' men, than women, are not 
enrolled in school. Dropping out at a relatively younger age means less time is spent in the 
education system, which likely translates to a lower level of grade anainment. This disparity in 
enrolment from ages 15 to 18 betwecn 'prcgnant' mcn and women is like ly responsible for the 
gap in educational attainment. 
These results explain that most often 'pregnancy ' does not causc a lower level of 
educational anainmcDt. Rather, ' pregnant ' observations are more likely to drop out of school 
before pregnancy, which results in a lower level of educational anainment. Furthennore, 
'pregnant' males are more likely to drop out at a youngcr age, which results in a larger intra· 
gcnder male disparity across ' pregnant ' cohorts and a significant inter·gcnder disparity within 
the 'pregnant ' cohort. A 2009 report by the Human Science Research Council, on behalf of the 
Department of Education, on 'pregnancy' in school·going aged learners found that "Although 
























school dropout." (Panday et a12009, 38). The data from CAPS supports this conclusion but finds 
that the trend is more pronounced amongst 'pregnant' men. In summary, although the 'usual 
suspect' of 'pregnancy' is associated with a lower level of educational attainment the negative 
association is not larger for 'pregnant' women. 
Table 6: The additional grade levels associated with being 'pregnant' across demographic segments (CAPS) 
Total Female Male 'Being female' in the 
Sample Sample Sample 'pre2nant' cohort 
Additional grade levels -1.11 .... -1.25 ...... -1.43 ...... 0.68" 
associated with being 'pregnant' 
5.3 Domestic Time Burden 
The next 'usual suspect' to consider is the domestic time burden of participants. As 
previously discussed, the domestic time burden is significantly higher for women. The 
assumption is that a heavier time burden will be associated with a lower level of educational 
attainment and, as women have a heavier burden, the negative influence will be larger for 
women. 
Figure 32 below, depicts the educational attainment at 20 years-old for observations in 
the first (lightest) and the fourth (heaviest) time burden quartiles. As the graphic demonstrates 
the achievement gap begins almost immediately so ultimately, the first quartile achieves a higher 
level of educational attainment. The disparity is most pronounced at the secondary level and is 
widest at Grade 12. A bivariate OLS regression model was created to examine the difference in 
educational attainment between the two time burden categories. The regression reveals that the 
difference is highly significant and that being in the fourth time burden quartile is associated 
with completing 0.54 fewer grade levels. Together, the graph and regression results confirm that 
























flgurt 32: EduUlioDlllUllnmtqlll 20 yurs old for th t lint (lowC'St) and four1 h (high«l) domnlic Ume burden 
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The next step is to investigate whether there is a gcndered pattern of educational 
attainment across the lime burden categories. Figure 33 di splays the distribution of educational 
attainment by gender for the first and fourth quartiles. The distributions of men and women in 
the first (lowest) time burden category are identical. This confinns that there is not a disparity 
between mcn and women with a minimal time burden. In the fourth (heaviest) time burden 
quartile, there arc small gender differences. The differences in variance indicate that the middle 
50% of men complete grades 9-10 while the middle 50% of women complete grades 9-11. 
Overall , the wider spread in the upper grades and the smaller spread in the lower grades, means 
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To detennine whether the disparity in educational attainment between the two time 
burden categories is larger for men or women, two regression models were built . In both models, 
the difference in educational attainment between the time burden categories is highly significant. 
For women being in the fourth quartile is associated with completing 0.46 less grade levels while 
for men it is associated with completing 0.65 less grade leve ls. This means that the intra-gender 
educational attainment disparity between the two time burden categories is larger for men than 
women. 
Furthermore, a bivariate OLS regression of the difference in cducational attainment of 
men and womcn in the highest time burden quartile shows that there is a significant gender 
difference (at 10%). For observations in the highest timc burden quartile, being female is 
associated with completing 0.37 more grade leve ls. Therefore, despite the fact that women have 
a larger absolute timc burdcn, the negative influence of a heavy time burden on educational 
























burden is associated with a lower level of educational attainment, it is not disproportionately 
larger for women. 
As Ihis finding is counter-intuitive, as with ' pregnancy' it is necessary to consider the 
pattern of enrolment. Figure 34 shows the non-enrolment rate by age for the first (lowest) and 
fourth (highest) time burden quarti les. A probil regression confinns that the disparity in 
enrolment at 19 years-old between the first and fourth lime burden quartiles (for the total sample) 
is highly significant. Being in the fourth time burden quartile decreases the likelihood of being 
enrolled at 19, by 18.8%. First quartile men and women demonstrate a pattern very similar that 
found in Chapter 3. Comparatively, the fourth time burden has a higher rate of non-enrolment 
and after 15 years old, women have a higher rate of non-cnrolment. As 15 years-old is the final 
year to compulsory education, this suggests that following the end of compulsory education 
women in the fourth quartile are more likely to drop out. 
Figure 34: Non-enrolment ute by Ige for Men Ind ,,·omen In the first (low«l) Ind rourth (hlghut) domtllic lime burden 
IIlrtll" CA PS 
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The non-enrolment rates for men and women imply that a heavy time burden is 
associated with a gender disparity in enrolment. However a probit bivariate regression reveals 
that there is not a significant gender difference in the enrolment rates at 19 years-old for the 
highest lime burden category. While there is a visible gap in the sample, the lack of statistical 





I negatively influences enrolment, it does not appear to have gendered effect and does not explain 
the difference in educational attainment within and across genders for a heavy time burden. 
I The intra-gender disparity in educational attainment of the highest time burden category 
I 
is mainly concentrated in the fIrst and second quartiles (the bottom 50%). Figure 38 shows that 
the bottom 50% of men are spread across grades 3-9 while the bottom 50% of women are spread 
I across grades 6-10. This dense concentration of the female sample means that they achieve a 
I 
relatively higher level of educational attainment. As there is no disparity in enrolment, this 
appears to be driving the inter and intra-gender disparity in educational attainment. Furthermore, 
I as the baseline showed, men have more diffIculty transitioning to the secondary level and it 
appears that the negative influence of a heavy time burden exerts itself most by accentuating this 
I pattern in the male sample. 
I Overall, this evidence suggests that a heavy time burden has a negative impact on the 
grade level attainment of both genders. Despite the fact that women have a heavier absolute 
I burden, a heavy time burden is associated with a larger inter and intra gender disparity for men. 
I 
As the disparity in educational attainment appears to be driven by the difference at the lower 
grade levels, this implies that a heavy time burden is associated with a lower rate of transition to 
I the secondary level for men. Therefore, while a heavy time burden negative impacts educational 
I 
attainment it does not have a larger negative impact on women. 
Table 7: Additional grade levels associated with being in the fourth (heaviest) domestic time burden quartile (CAPS) 
I 
Total Sample Female Sample Male Sample 
'Being female' in the highest 
time burden category 
Additional grade levels associated with the 
- 0.54*** -0.46*** -0.65*** 0.37* 
heaviest time burden category 
I 


























The final ' usual suspect ' to consider in relation to educational anainment is the 
investment that parents make in their children. Chapter 4 conclusively showed that daughters 
receive less investment than sons. Overall, fathers invest less than mothers but for women, 
paternal investment is significantly lower. The assumption being pursued is that a low level of 
parental investment wi ll have a negative influence on educational attainment and, as women 
receive less parenta l investment, the negative impact will be larger for women. 
Figure 35 shows the educational attainment at 20 years old for the fourth (highest) and 
first (lowest) parental investment quartiles. The consistent gap between the two cohorts implies 
that there is a substantial achievement disparity between the two groups. The heavily skewed 
first quartile demonstrates a higher level of grade level attainment. An OLS bivariate regression 
model was constructed to examine the difference in grade level attainment between the two 
quartiles. The regression reveals that the difference is highly significant and be being in the first 
quartile is associated with completing 1.19 fewer grade levels. This clearly verifies that receiving 
a low level of parental investment is associated with a lower level of educational achievement. 
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Given that a low parental investment negatively impacts educational attainment, it is 
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I level attainment of the first (lowest) and fourth (highest) parental investment quartiles for both 
genders. The graph shows that within the investment qU8rtilcs. the distribution of educational 
I attainment is fairly identical across genders. The only noteworthy difference is between the frrs! 
I 
quartiles of the lowest investment category, in which the female obscryations are concentrated 
and grade 5 is the lowest grade level attai ned. The male observations are sparser and the lowest 
I grade level attained is grade I. As the top 75% of men and women in the lowest investment 
I 
category have identical distributions, it appears that the negative influence of a low parental 
investment is most pronounced in the bottom 25% of the male sample. 
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To detennine whether the negative influence of a low level of parental investment on 
I educational attainment is larger for men or women, two regression models were constructed. In 
I 
both regressions, the difference between the highest and lowest investment quartiles is highly 
significant and being in the first (lowest) investment quartile has a negative impact on 
I educational attainment. For women, being in the first quartile is associated with completing 1.09 
I 
less grade levels while for men it is associated with completing 1.32 less grade levels. Therefore, 
the negative intra-gender influence of a low level of parenral investment on educational 


























Furthcnnore, a bivariate OLS regression of the difference in educational attainment for 
men and women who are in the lowest parental investment category was constructed. This 
regression reveals thai being female is significant (at 5%) and is associated with completing 0.5 
more grade levels. This means that a low level ofparenlaJ investment is associated with a 
significant inter-gender disparity. Therefore, it can be concluded that a low level of parental 
investment has a larger negative influence on the educational attainment of men. 
Once again, as the gender disparity found is counter-intuiti ve, it is necessary to consider 
the enrolment rates of men and women in the highest and lowest investment categories. Figure 
37 shows the non-enrolment rates by age for the first (lowest) and fourth (highest) quartiles of 
parental investment. Immediately, there are substantial differences as the first quartile has a 
consistently higher non-enrolment rate, Within the first quartile, men have a higher oon-
enrolment rate than women but the dispari ty does nOI appear to be substantial. 
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A probit regression of the difference in enrolment rates at 19 between parental investment 
quartiles reveals that the difference is highly significant. Being in the first investment quartile 
will decrease the likelihood of being enrolled at 19 years old by 43%. This massive difference 
proves that the leve l of parental investment is clearly associated with enrolment rates. Though 
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I 
be significant. Therefore, while the level of investment has a clear impact on enrolment levels, a 
low level is not associated with a gendered difference. 
I This investigation found that a low level of parental investment negatively influences the 
I 
educational attainment of both men and women. However, both intra and inter-gender 
examinations showed that the negative influence is larger for men. Exploring the distributions of 
I men and women in the lowest parental investment quartile shows that the disparity is clustered at 
I 
the bottom 25% of the male sample. This suggests that a low level of parental investment has the 
influence of accentuating the trend found in the total male sample, and impedes the transition of 
I the bottom 25% to the secondary level. Therefore, it can be concluded that although a low level 
of parental investment negatively influences educational attainment it does not have a larger 
I negative influence on women. 
I 
TableS: CA e2reSSlOn coe IClents for Educationa ttalDment and Parental uman aplta nvestment 
Parental Human Capital Investment Coloured Parental Human Capital Investment 
PSR m" IA . H C ·11 
Educational Lowest Moderate Highest Lowest Moderate Highest 
I Attainment 0.69** 0.88*** 0.31 ** 0.89* 1.12*** 0.45** 
I In summary, this exploration of the 'usual suspects' and gender disparities in educational 
I 
attainment found surprising results. Across all three factors, it was found that the presence of the 
'usual suspects' is associated with a larger negative influence for males. Females consistently 
I have smaller intra-gender disparities and all inter-gender comparisons found that being female 
I 
was associated with a higher level of educational attainment. While the gender disparity found in 
the context of 'pregnancy' was explained by enrolment rates, the other two factors showed that 
I their presence appeared to impede the transition of males through the secondary level. In both 
cases, the effect appeared to be concentrated to the bottom 25% of the male sample. Therefore, 


























presence of the 'usual suspects' appears to most negatively influence low achieving males. Thus, 
it can be concluded that although the 'usual suspects' are present and negatively influence 
























Chapter 6: The 'usual suspects' and other Educational outcomes 
The previous chapter concluded that although there are significant gender differences in 
educational attainment when the 'usual suspects' are considered, the disparity favours women. 
This disparity is caused by enrolment differences and by the 'usual suspects' impeding the male 
transition to the secondary level. The objective of this chapter is to explore whether this counter-
intuitive trend is present in other measures of educational attainment. The subsequent indicators 
will be literacy, numeracy and cumulative Matric exam scores - all from the CAPS. With no 
gender difference in performance found in Chapter 3, the hypothesis is that when the 'usual 
suspects' are considered there will be a gendered pattern of achievement. Again, the sample is 
limited to participants 14 to 16 years-old in the first wave, so the focus remains on school-going 
ages. 
6.1 Literacy Scores 
On average, women answered 16.85 questions correctly while men answer 16.73 and, 
across the total population, no gender bias was found. This section will probe whether the 
presence of the 'usual suspects' reveals hidden gender disparities. As the literacy scores were 
captured in the first wave and the 'pregnancy' variable extends through the third, it is not 
possible to explore this relationship. 
Domestic Time Burden 
The logic of this section is, that a heavy time burden will be associated with a negative 
influence on literacy scores and, as women have a heavier relative time burden, the negative 
























fourth (highest) time burden quartiJcs and shows a dramatic difference between the two groups. 
The observations in the lowest time burden category 3fC heavily concentrated at the upper end of 
the score range, with the lowest score of '4 '. Comparatively. the middle 50% of the highest time 
burden category is positioned lower on the score scale and it 's lowest score is ' 0 '. From these 
differences, it is evident that the lowest time burden category performed better on the literacy 
assessment. 






Loww Time Burden 
To con finn this difference, a bivariate OLS regression model was created to examine the 
difference between the first and the fourth time burden quart iles. The regression reveals that 
being in the fourth quartile is highly signi ficant and associated with a literacy score that is 1.6 
fewer points lower. Thus, it can be concluded that a heavy time burden is associated with lower 
literacy performance. 
The next step is to determine whether the difference between the first and fourth time 
burden categories results in a larger literacy score disparity for men or women. The distribution 
of literacy scores for the lowest and highest time burden quaniles is displayed in Figure 39. Men 
and women in the lowest time burden category are concentrated in the upper score range. 
























positioned relatively lower on the score range and there is much wider variance across the 
middle band. 
As for intra-gender disparity, as men in the lowest time burden are densely concentrated 
al the top of the middle 50% while women are concentrated at the bottom of the middle 50%. 
This slight difference means that, in the lowest lime burden category, mcn have higher literacy 
scores than women. Therefore, as there is virtually no gender variation in the highest time burden 
category, the male intra-gender gap in literacy scores is larger. 
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To con finn the intra-gender disparity in literacy scores, two bivariate OLS regression 
models were created. In both models, being in the highest time burden category is highly 
significant and associated with a negative effect . For women, it is associated with a literacy score 
that is 1.2 points lower while for males it is associated with a literacy score that is 2 points lower. 
This substantiates the finding that the intra-gender disparity in literacy scores across time burden 
categories is larger for men. 
Furthennore, a bivariate OLS regression was created to examine the inter-gender 
disparity in literacy scores of the highest time burden quartile. As the regression found no 

























context. Therefore, it can be concluded that while a heavy lime burden negatively impacts 
literacy pcrfonnance, the negative impact is not larger for women. 
Parental Human Capital Investment 
The assumption for the parental investment vari able is that a low level of parental 
investment wi ll be negatively associated with literacy scores and, as women receive a lower 
investment, the negative association wi ll be larger for women. The literacy scores for the first 
(lowest) and fou rth (highest) quartiles of parental investment arc displayed in figure 40 and it can 
be seen that the highest investment category has dramatically higher literacy scores. Not only is 
the sample skewed toward the upper score range, with a lowest score of '4' but there is Jess 
variance. Comparatively, the distribution of the lowest investment category is more Donnal, but 
has a relatively wider variance. An OLS bivariate regress ion of the two group's literacy scores 
confinns the insights from the graph. The results show that the difference between the two 
investment categories is highly significant and being in the lowest investment category is 
associated with a literacy score that is 2.3 points lower. This clearly demonstrates that receiving 
a low level of parental investment has a negative influence on literacy perfonnance. 
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Next, it is necessary to consider whether the intra·gendcr gap between the two investment 
categories is larger for men or women. The distribution of literacy scores for the first (lowest) 
and fourth (highest) parental investment quartiles is displayed in figure 41 . The major differences 
between the investment quartiles are the skewness of distribution for the highest investment 
categories and the wide variance in the first quartile of the low categories. Men in the highest 
investment category are morc skewed to the upper scores than women. As the male and female 
distributions in the lowest investment category arc identical, thi s suggests that there is a larger 
intra-gender disparity for males. 
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To con finn the intra·gender di sparity across investment quartiles, two OLS bivariate 
regressions were constructed. in both models being in the lowest investment category is highly 
signi ficant and has a negative impact on literacy scores. For women, it is associated with a 
literacy score that is 2.2 points lower while for men it is associated with a literacy score that is 
2.56 points lower. This verifies that the disparity in literacy scores between the lowest and 
highest parental investment levels is larger for men. Furthermore, a bivariate OLS regression was 
created to examine the inter·gender di sparity in literacy scores of the lowest investment category. 
As the regression found no significant gender differences, the only significant differences in 
























level of parental investment negatively influences literacy performance, the negative impact is 
not larger for women. 
Overall, this investigation found that the presence of the 'usual suspects' is associated 
with a larger intra-gender disparity for men. This fmding is counterintuitive as women have a 
heavier time burden and receive a lower level of parental investment. Moreover, as literacy 
scores were captured when participants were aged 14 to 16 when non-enrolment rates are very 
low, this means that non-enrolment does not account for these results. While the intra-gender 
disparity is larger for men, no inter-gender disparity was found either with or without the 
presence of the 'usual suspects'. This means that while male literacy appears to be more sensitive 
to the influence of the 'usual suspects' it is not large enough to result in significant inter-gender 
differences. Therefore, while the 'usual suspects' are associated with lower literacy performance, 
they do not produce gendered results. 
Table 9: Additional literacy score points associated with the presence of the usual suspects (CAPS wave 1) 
Domestic Time Burden Parental Human Capital Investment 
Additional literacy score points Total 
Female Male Total Female Male 
Sample Sample Sample Sample Sample Sample 
associated with presence of 
-1.6** -1.2*** -2** -2.3*** -2.2*** -2.56*** usual suspect 
6.2 Numeracy Scores 
As previously mentioned, the numeracy scores are much lower than the literacy scores 
with a male mean score of9.19 and a female mean score of8.76. Though there is a difference in 
the mean scores, there is little variation in their distributions and no significant gender difference 
























' usual suspects' reveals a hidden gender dispariry. Again, as the pregnancy variable extends to 
wave 3, it will not be considered in the context of numeracy perfonnancc. 
Domestic Time Burden 
The logic pursued in this section is that a heavy lime burden wi ll negatively impact 
numcracy scores and, as females have a heavier burden, the negative infl uence will be larger for 
women. The numcracy scores for the highest and lowest domestic time burden quartiles arc 
illustrated in figure 48 and both categories have a wide variance across the score range. 
However, the lowest lime burden category is more skewed toward the low end of the score 
range. Additionally, the highest time burden category has a maximum score of'23' while the 
lowest category had a maximum score of '2 1'. An OLS bivariate regression of the numeracy 
scores in the highest and lowest time burden categories confirms that the difference is highly 
significant. The results show that being in the highest time burden quartile is associated with a 
numeracy score that is 2.83 points lower. All of the evidence conclusively shows that being in 
the highest time burden quartile has a negative impact on numcracy scores. 





























The next step is to explore whether the gap in numeracy scores between the time burden 
categories is larger for men or women. Figure 42 depicts the di stribution of numeracy scores for 
the lowest and highest domestic time burden categories. In both time burden categories, female 
scores are more densely concentrated and the midd le 50% covers a relatively lower score range. 
However, as the inter and intra-gender differences are very slight, it is difficult to detennine 
whether the gap larger is larger for men or women. 







Fo:male - Low~SI Male-Lowest M. le - mghcSl 
To probe the intra-gender disparities between the time burden categories, two OLS 
bivariate regression models were constructed. For both genders, being in the highest time burden 
quartile is highly significant and negatively impacts numeracy scores. It is associated with a 
nwneracy score that is 2.45 points lower for men and a literacy score that is 2.44 points lower for 
men. This indicates that there is no difference in the size of the disparity across time burden 
categories for men or women. Additionally, a bivariate OLS regression was created to examine 
whether there is an inter-gender di sparity in the numeracy scores of the highest time burden 
category. As the regression found no significant gender differences, it can bc concluded that 























or inter·gender disparity. Thus, a heavy time burden is not associated with a gender bias in 
numeracy perfonnancc. 
Parental Human Capital Investment 
The assumption of this section is that a low parental investment will have a negative 
impact on numeracy scores and, as females receive a relatively lower investment, the negative 
impact will be larger for women. Figure 44 illustrates the numeracy scores oftbe lowest and 
highest parental investment quintilcs. The graph clearly illustrates that the lowest investment 
Quartile bas considerably lower scores. A bivariate OLS regression confinns that the difference 
between the investment quartiles is highly significant and that recei ving a low investment is 
associated with a literacy score that is 4 .65 points lower. Thi s massive disparity is powerful 
evidence that receiving a low Icvel of parental investment negatively impacts numeracy skill s . 
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Next it is necessary to consider whether the disparity across investment categories is 
larger for men or women. Figure 45 shows the di stribution of numeracy scores for the fi rst and 
fourth parental investment quartiles for men and women. For the highest investment level, the 
























women in the lowesl category. The lack of variation makes it difficult to determine whether the 
inter or intra~gellder gap favours men or women. 
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To answer this, two bivariate OLS regression models were constructed to examine the 
difference in numeracy scores between the lowest and highest parental investment levels. In both 
models, the difference is highly significant and for females, receiving a low level of parental 
investment is associated with a numeracy score that is 4.39 points lower whi le for males it is 
associated with a numeracy score that is 4.89 points lower. These intra-gender differences across 
investment categories indicate that a low level of parenta l investment is associated with a larger 
negative influence for men. To examine the inter-gender differences in numeracy scores, a 
bivariate OLS regression was constructed for the lowest parental investment level. As no 
significant gender di sparity was found, it can be concluded that there are only significant 
disparities occur across investment categories. 
Overall, this investigation found that the presence of the ' usual suspects' negatively 
influences the numeracy scores of men and women. In both ' usual suspects' a series of 
regressions demonstrated that the only significant disparities are intra-gender and occur within 
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1 
for a heavy time burden, the disparity is larger for men in the context of a low level of parental 
investment. However, the lack of an inter-gender disparity means that the magnitude of the 
1 negative influence is nOI large enough to result in a skewed gendcred perfonnance. Therefore, 
1 
the overall conclusion is that although the 'usual suspects' negatively influence numcracy 
perfonnancc, it does nOI produce gender-biased results. 
1 
6.3 Maltie Scores 
1 The final educational outcome to be assessed is the sample 's Matne scores. While there 
I are 1591 participams aged 14 to 16 in wave one, only 293 ( 124 men and 169 women) provided 
detailed infonnation on their Matrie exams. To construct the variable, Icncr grades were assigned 
I a value based on the exam level and a cumulative score of eaeh participant ' s exam results is 
I 
compiled. The lowest value in the score range is 'I ' , while the highest is '27'. 
T.blr 10: Uninnily orc.pe To"'·n Admissions Drpufmcnl ~"Irlt Poinl S,·slcm 
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I When disaggregated by gender, there is very liule variation in the raw aggregate scores. 
1 
Females have a slightly higher mean score (2.45) than males (2 .13) but the difference is not 
significant. As figure 46 shows, when the distributions arc divided into quartiles, there is 
I virtually no inler-gender disparity. A bivariale OLS regression confirms that there is no 
1 
signific8m gender difference in cumulative Matric scores, which means Ihat Marrie performance, 
across the 10lal sample, is nOI gendered. Now that this has been established, il is nceessary 10 


























the ;prcgnant ' cohort, only 16 participants provided Matne exam details . As this sample size is 
far too small to examine, the investigation will focus only on domestic time burden and parental 
investment . 







Domestic Time Burden 
The assumed impact of a heavy time burden is thai it will have a negative impact on 
Manic scores and, as women have a heavier time burden, it will be larger for women. The 
cumulati ve Matrie scores for the lowest and highest time burden quartilcs are pictured in figure 
47 . The graph shows thai the observations fo r the highest time burden category are densely 
concentrated in the bottom half afthe score range and overall, are relatively lower. The 
difference in distribution bcrween the two time burden categories suggests that a heavy time 
burden is associated with a lower cumulative Matric score . A bivariate OLS regression of the 
difference in Malric scores between the timc burden categori es was constructed. The regression 
reveals that the difference between the time burden categories is highly significant and that being 
in the highest category is associated a cumulative score that is 1.45 points. This establi shes that 































Lowest Time: Burden Highest Time Bunkn 
Next, it is necessary 10 compare the magnitude of the intra·gendcr disparities in Matrie 
scores across the time burden categories compare. Figure 48 depicts the cumulative Matrie 
scores for the two time burden quartiles and illustrates that there are substantial inter and intra-
gender differences. From the graph, it appears that females in the lowest time burden category 
have the highest cumulative Matrie scores. Conversely. women with a heavy time burden appear 
to have the lowest cumulative Matrie scores as the first three quartiles arc clustered at the low 
end of the score range. While differences exist between the male cohorts this graph suggests the 
gap is wider across the female cohort. 
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To con finn thai the intra-gender gap in Matric scores across lime burden categories larger 
























difference in Matric scores across the time burden categories is highly significant and a heavy 
time burden is associated with a Matric score that is 1.69 points lower. The male model found 
the difference to be just significant (at 10%) and that a heavy time burden is associated with a 
Matric score that is 1.16 points lower. This means that there is a larger intra-gender disparity in 
Matric scores for women. To examine the inter-gender differences, a bivariate OLS regression of 
Matric scores was constructed for men and women in the highest time burden category. As the 
regression found no significant gender differences, the only significant disparity is intra-gender. 
Overall, the evidence supports the hypothesis for this section. The investigation showed 
that a heavy time burden is associated with lower Matric scores and that the negative influence is 
larger for women. However, while a heavy time burden results in disparities within genders it 
does not produce a significant disparity between the matric scores of males and females. 
Therefore, the negative influence is confmed across time burden categories and does not produce 
gendered results. 
Parental Human Capital Investment 
The fmal relationship to consider is the influence of parental human capital investment on 
cumulative Matric scores. The assumption is that a low parental investment will negatively 
influence Matric scores and, as females receive a lower level of parental investment, the negative 
influence will be larger for women. Figure 49 shows the distribution of cumulative Matric scores 
for the lowest and highest parental investment quartiles. The middle 50% of the highest 
investment category is positioned higher in the score range, which means this category has 
higher cumulative Matric scores. A bivariate OLS regression of Matric scores for the two 
























investment is associated with a Matrie score that is 2.22 points lower. Together this evidence 
convincingly demonstrates that receiving a low parental investment negatively influences Manic 
perfonnance. 
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Ihpsi lnvntment 
The next line of investigation is to determine whether the disparity between the 
cumulative Malrie scores of the two investment levels is larger for men or women. Figure 50 
depicts the cumulative Matrie scores for men and women in both investment categories. For 
women, the middle 50% of the lowest investment category is relatively lower and has a lower 
maximum score than the highest investment category. This demonstrates that for women, 
receiving a low parental investment is clearly associated with lower Matric scores. There appears 
to be less of a disparity within the male cohort. While men in the lowest investment calegory 
have wider variance across the middle 50010, the highest investment category has less variance 
and a higher minimum score of '4 '. These slight differences suggest thai while there appears 10 
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To confirm that women have a larger inter-gender Matric score disparity, two bivariate 
OLS regression models were constructed. In both models the difference in Matric scores between 
investment categories is highly significant and recei ving a low level of parenta l investment has a 
negative association. For women, it is associated with a cumulati ve Matric score 2.83 points 
lower and for men it is associated with a cumulative Matric score 1.53 points lower. Therefore, 
the negative association of receiving a low level of parental investment on Matric performance is 
larger for women. To investigate the inter-gender differences in Matric scores, a bivariate OLS 
regression of men and women in the lowest parental investment category was bui lt. As the 
regression reveals that there is no significant gender difference, the only significant differences 
occur within genders across the investment categories. 
Thus, this investigation found that the presence of the 'usual suspects' is negative ly 
associated with the Matric scores of men and women. Comparing the size of the negative 
influence, across investment categories, uncovered that the intra-gender di sparity is larger for 
women. However, fo r both 'usual suspects'. there was no significant inter-gender difference in 
Matric scores. Therefore, it can be concluded that the presence of the 'usual suspects' produces a 
disparity across investment categories but not across genders. As the intra-gender difference was 
consistently larger for women, this implies that the presence of the ' usual suspects' has a larger 
























In summary, the consistent effect of the presence of the 'usual suspects' was to produce a 
significant intra-gender disparity. Rather than resulting in a gendered performance, the 'usual 
suspects' are associated with a difference within genders. Furthermore, the effect did not 
consistently have a larger negative influence on one gender. In literacy scores, the influence was 
larger for men while in Matric scores the influence was larger for women. Therefore, the 
conclusions that can be drawn is that as their intra-gender disparity is not consistent to one 
gender and there is no inter-gender disparity, the presence of the 'usual suspects' does not result 
in a gendered performance. Overall, this demonstrates that the presence of the 'usual suspects' 
























Chapter 7: Conclusion 
At the outset, this report aimed to explore South Africa's achievement of gender parity 
across multiple dimensions. The first objective was to determine whether the gender parity in 
access was truly unique and if it extended to other measures. This report found that South 
Africa's achievement of gender parity in enrollment was rare in a regional context but not when 
compared to other middle-income countries. This exploration revealed that GDP/capita appears 
to be highly linked to primary level GPI but that parity at the secondary level is more 
complicated and difficult to achieve. 
Additionally, this report found that the achievement of gender parity does extend to other 
measures of educational success. The metric of 'enrollment' focuses solely on participation and 
the objective in this report was to move beyond this, to consider achievement-based indicators. 
The review of other educational outcomes found that South Africa has also attained gender parity 
in most of these measures. The only outcome with a disparity is educational attainment, but this 
is explained by enrollment patterns and rates. The higher rate of repeating grade levels and 
dropping out at a younger age, causes the slight enrollment disparity at both school levels and 
ultimately leads to a disparity in total grade achievement. However, overall these findings 
establish that the South African education system does not produce gendered performance 
results. 
The review of the 'usual suspects' verified that all are present and that they are more 
pronounced in the lives of women in the CAPS sample. The investigation of the influence of 
these factors on educational outcomes found that their presence is associated with a lower level 
of achievement, across all the indicators examined. However, it was found that the disparity 
resulting from the presence of the 'usual suspects' was not an intra-gender disparity. Rather, the 
























Therefore, rather than producing a gender disparity in the educational outcomes, the disparity is 
within the gender and across the 'usual suspect'. 
The only outcome with a disparity across genders was educational attainment. In this 
outcome, it was found in both inter and intra-gender comparisons that 'being female' was 
associated with a relatively higher level of achievement. Exploring this phenomenon further 
revealed that the gap appears to be caused by the low-achieving males who have a heavy burden 
from the 'usual suspect'. These males fail to progress through the school system and don't 
transition to the secondary level. Thus, the investigation found that the presence of the 'usual 
suspects' strengthens the trend in the total population of a gender disparity in primary level 
enrollment. 
Therefore, the overall conclusion that can be made from this report is that the 'usual 
suspects' do not adversely affect the educational success of women in South Africa. Rather, the 
gender disparities that do exist appear to be focused on a segment of low-achieving males. The 
male propensity for repetition at the primary level was strengthened by the presence of the 'usual 
suspects'. Investigating the characteristics and causal relationships of these low-achieving males 
would be an area of future research. In the end these findings were very surprising, as the 'usual 
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